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A Foreword that AlsoLOORSBack o

v

JERRY L. JOHNS

Northern:Nllinois University . 03
This. Yearbook carrss the designation of Volume 12. It follows, after somie 20

years, Volume 11 of the Procadings of the College. Reading Association-edited: by
Clay A. Ketcham. Published in: the fall.of 1970, its 187 plus pagetcoxguin; %
forward by Robert M. Wilson-and & Prgsidqgit",tzA_dﬂl‘cu‘Wiﬂﬁét;@g(gért) 2
Price. The President-Elect was Jules:C. Abratis. All three of theseindividuals
have remained active CRA members. The 25, papers in. the: 1970 Prceadings
focused. on a variety of topics. A samplé of topics-includes: diagnostie 3
tescliing, in-service training, study techni,, =s, and cgmcal reading. o

The-present Yearbook-contuins-24 papers selected by:an impartial:reviéw,.
process. The members of the Review Board descrve special fécognitién: for 2
their rigor, fairriess, and ability.to-meet deadlines. Special thanks are also
extended’to Nancy Padak, Tim Raiinski,.and John Logan for ali-thzif 4
intense labors-to bring this Yearbook to-fruition. As you begin-readizg: the -

&

are hopeful that you will find them as.enjoyable as we have.”

_papers in this volume, I quote Bob Wilson from Volume 11 whe sid, “Wed
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f  This volume marks the return of the College Reading Association Yesrbeek :
. after a-hiatus of several years. As new editors, we fcn;ghille"iiged‘br:&éfé
§° Opportunity to put together an in’riguing and provocative book that refiects |
;- -the diversity of interests and .expertise in CRA. We‘beli_c‘yea@gg‘:g{hg&
E ‘accomplislied that goal. Thé range of topics found in‘the papers is reflective :
~ of the divisional make-up of CRA. Moreover, the diversity.in types of papers, * &
a3 well as methodological approach, demonitrates the wide-ranging. interests
" and-eclectic-nature of our membership, We are confident thatire;dmnf”éi
the 12th CRA Fiarbook will'be challenged and moved by thé;isues.raised in *
this volume. ‘ : ‘

o We wish. to thank Gay Fawcett and Beth Dawion for their considerable f:’é?
] contributions to the development of the Yasrbook and *Kg;en-Brpthm{and.ﬂ.;
iﬁ JaNoel Lowe who typed and typeset the volume. We-also wish to/ |
~ ackiowledge the CRA Board of Directors for its-support of the. Yesrisok and

the presenters at thé 38rd Annual Meeting in Philadelphia for their

I 228

E enthusiaitic encouragément and support of this enterprise. B
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A Model for Diagnostic
Narratives in Teacher Education

BAREARA J, WALKER
Eastern Montana College

- 3
Although the concept of refiective practice is becoming prevalent in teacher
cducation, few models exist for training preservice teache:s to be reflective.
Preservice teachers learn not only from expericnces such as-student E
teaching but also frem reflecting on those experiences (Zeichner & Liston, ,a
1987). This reflection frees teachers from routines and enables them ta-act . g;
intentionally (Jaggar, 1269). Furthermore, teachers who uie-these 4
reflections and shift to alternative teaching strategies produce-highier ”;%
student achievement on-high-level cogritive tasks (Brophy, 1984). Even y

~ though reflective practice advances both the teacher's knowledge and

- Ustudentachievement, teacher education programs provide few opportunities -

'~ - for-preservice teachers to describe and reflect on their teaching and the: ~

- adjustments they make (Schon, 1938). Therefore, models for encouraging.
Preservice teachers to choose among competing alternatives and t
reflectively analyze the impact of that choice zre needéd (Alvermann, in
press). An on-campus reading clinic is an ideal setting for preservice
teschers to develop and use this reflective process. This paper presents.one

. mode: for teacher education that uses diagnosti narratives as a tool to

. develop reflective practice among preservice teachers.

0\~ PTUAL ORIENTATION 12
ERIC .
- TEFRELding clinic program.at Easter;i Montana Cgllege emphasizes the

 NYANavafine. 4 PN
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52 - CHALLRNCES IN READING,

needs.of, problem readers and reflect on-why and. how the adjustments "

worked. This roal is directed toward enabling preservice teachers to-develop

. - the skills necessary for solving comiplex instructional probleins within the
* social context of schooling. Underlying ‘this<goai is the-assumption that -
. informed -decision making and ‘instructional:plinning are based. on well-
.- developed rationales, inquiry based on observations, and reflective-analyses. -

" of litericy events. The reading clinic curricula:are based on-the belief . that-—

this goal attainment is a result of a reflective: thought: process:that analyzés *
the relationship between-explanations from ‘observations-(inquiry).and

_ explanations grounded in theory (rationales). Therzfore, the readisig- clinic.

program seeks to encourage preservice teachers to become ‘more-aware of -

themselves-in an instructional context so that their pcrcepl,ipns-ofifhe; )

complex demands of teaching becorne dynamic. This, in:turn, wili develop-

determining the content and processes: of their own teaching than is
presently reported for first-year teachers (Brophy, 1984).

The conceptual orientation' embodied-in the program is that reflective
Practice is a recursive process where theory informs practice and practice
informs theory (See Figure 1). Both preservice and veteran teachers.make

instructional decisions-based on their guiding theory of reading — the -

teachers’ own stances about the reading process, human growth and
development, human learning, linguistic development, teaching, and
student atiributes. Out of this guiding theory teachers develop rationales-to

support their instructional plans. During instruction, teachers observe. -

students ipteracting within the literacy event; these cbservations inform
their decisions while teaching. After the lesson, teachers reflect by analyzing
how the interactions (including their own stance) affected their goals for
the lesson. Finally, teachers collaborate and discuss what happened,
verbalizing their observations and modifying their theoreticai stance. This
final stage informs theory and the reflective process begins anew.

DEVELOP RATIONALES

PLAN AND IMPLEMENT
LESSON

Distancing
OBSERVATION

/ DMERSION Distancing
REFLECTION
ON PRACTICE

COLLABORATION IN THINKING

.

. \‘l " P
5 1. A reficctive stance to teaching.

1

‘the reflectivity necessary for these teachers to assume greater roles in © :
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"-Embedded in the: _recursive pfocess is a shlfung between. total immersion - ;
isa pamcxp..nt in the hteracy event and. the: «distancing. of one’s. self fto‘
pattxcnp:t:c') in-ordei- to. crmca!ly -analyze the-experience.. Dnstancmg 4
€ncovrages'préservice teachers-to reconsider mcu' reasons-for- mstruchoﬁ
~and the theoreticalframework that underpins thexr decisions.

-“m:esa'rmm ) s
-iIn this. -program, presérvice teachers.work in a social context (readmg
clinic). where they are supervised by the teacher educator while

“implementing' the curriculum- (diagnostic reading instruction). Each af
‘thése components is further delineated below.

. Preservice Teachers

Thé program seeks to prepare diagnostic teachers who view rcadmg“’
1 instruction as problem.mc and-socially constructed rather. than -as-cértain.
E Through inquiry, the preservice teachers develop.a view:of the»,readmg
3
3

i
ot

v
.oty

l

;m&mv mmm;;

3 % -

' process as constrained by-a particuiar event rather than-a } rescrxbeii
. ‘program -of skill acquisition. Each presemce ‘teacher works with ¢ one reader, :
~ who has been referred- for dlfﬁculty in réading. The preservice: teac.her,

plans and- lmplements 14 one-hour diagnostic teaching lessons. While: .
' tcachmg, the preservice teachers record:observations. After mst.rucuon, 8
. they review those observations in light of what was planned and. refléct on-
F the congruencc between expected outcomes and what- -actually- occurrcd. {
[E Reflections give rise to a-new plan that is implemented, and .the cycle .
- continues. This process constitutes a diagnostic narrative that will.bé" 2
. described later in the paper. Thus, the.goal is for prezervice.t tcachers toview: ?

- their roles as creators of curriculum based on their theorctncal stances-and.
- the observed behaviors of problem readers. - %
3

- Curriculum

The reading clinic curriculum reflects the view that knowledgc is: socnally

constructed and reading is an active process. This view allows-preservize -

teachers.to shift between reader-based and text-based views of the reading:
i process and to relate students’ individual differences and the social contéxt ,ﬁ
" or‘instruction. As Zeichner and Liston (1987, p. 27) ‘point out, Reflective
curriculum does not totally predetermine that which is tc be learned- but
makes provisions for the self-determined needs and concerns of presemcc
teachers as well as creation of personal meaning.” As siich, the- expcctatxon
is that preservice teachers reflect.not only on what thcy are learmng in
~, ‘terras-of individual difference, but also on how they are using-this.
> ‘knowledge in the diagnostic teaching sessiozs.

14

" ihc social context is an open cl_w.oqm.mhgm,gmupmf.gummcc___.-.
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CHALLENGES IN READING

rateenvironment. Each-teaching dyad: has an: instructional area along <
¢-side of alargeé:réom. In the center of the room, books:forindependent.-
ing are displayed on low shelves and-large group areas are availabie for -
story book reading. Kecause of the operi:space-arrangémens, preietvice:
- teachiers coilaborate: more friely.in.using materials:and planning activities:

Inthis inquiry- eavironment, relationships between:téachér educatol ;
" Présérvice teachérs are collaborative. Additionally, continual- examination
. -and- evaluation work toward ongoing development based_on éxperiénce; - 5
heory, ind inquiry. B

‘3
¢\>)
3
3

:
3

A

5

i

5,

A

“Teacher Educator ~ Sz

¥ Teacher educators supervise the ongoing instruction in-the clinic. Prior to ’Y,"
| . -:and.after each teaching session, the teacher .gtjycator..is*a_ya,ilabllcﬁ‘,fcj;‘f":igf

individual -conferences-with.the preservice teachers. Each teaching session.

: © -begins-with a large group experiénce when. the teacher .educator -modejs-- :
. reading aloud different kinds of text-using predictive listening formats: - ‘
: . Likewise, the teacher educator participates-in silent reading_and writing "3
¢ time. Thus, the teacher educator is viewed as part of the instructiénal - §
i program. While the preservice teachers are teaching a single student ,§
- (teaching dyad), the teacher educator phases in and out of teaching dyads- %

modeling techniques and suggesting alternatives when necessary.

WETTR AT ey o
L
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* INSTRUCTIONAL COMPONENTS

Preservice teachers attend a seminar on diagnostic reading instruction.in
. additien to their instructional responsibilities. As a-prerequisite, thé

preservice teachers have completed two courses in reading instruction; oné
course in educational psychology, one course in human growth and’
development, and a 28-hour observation in the public school. The-reading -
¢clinic seminar and practical experience build on this knowledge.
"~ Embodying the model of reflective practice, the reading clinic program-has

four major components: the seminar, practice (teaching), diagnostic
narratives, and supervision-(see Figure 2).
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" Seminar and Practice

The seminar, taught by the teacher educator, deals with the theoretical: -
‘underpinnings that guide instructional decision making. Students refine:
{ their understandings of the reading: process, assessment.of individual -
E’ differences, and rationales underlying alternative possibilities; they evaluate .

o

‘their-own knowledge of teaching. In the seminars, -preservice teachers:
. © 1a collaborative approach to problem solving and inquiry into the'f
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o Theoreﬂca! perspective
- - Ofteaching.

A .
A ‘Supeivision

Aralysis of rqdénales
J -Analysis of reflections-

. Figure 2. Instructional coniponents, v
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" and writing. Thé program cmphasizes pupil evaluation ard modifying:
: inigtgctignto meet individual, identified needs. o
> - “Diagiiostic Narratives it LF
5+ ~Diaghiostic narratives are an integral part of the preservice teachers’ growth.
- in.understanding both the reading, process. and:atypicat léargét‘gﬁ_ This
2 ccmponent allows:thic diagnostic-teaching. session to serve.as a-laboratory.
. for-selfstudy rather than simply. a model for practice.. It seeks: to réiterate.
that a teaching practicam is-a- basis: for self-difected:growth rather than .
. time merely for the application-and. demionstration of: previoysly:aéquired’
knoviledge and skills” (Zeichner & Liston; 1987; p. 27).. R
The diagnostic narzatives‘include -foui comporients; plaris; rationales,
“ * observations, and reflection. These are récorded on.open-2nded lessori:plan
:hiaiiushd\yp‘in Figure %, . ~ - LT v
MC . preservice:teachers plan-a diagnostic teaching ‘sésgion'ﬁ,thqg‘ihduq% )
- ang .
e

:linstruction-of.a whole story, minilessons in needed. skills
1 fﬁ 3 i_ R PO N A

____strategies, asteisment, and personalize




’ gnd (8) the task of.réading. Using theie gmde!mga,for nnonqles. ﬂae” Fa
- ‘thinking-g goes beyond: simple mi:*objectm:s to. cxplaming haw astudents
behavior fits the reading process: ,and ti:e.tukr - s ‘
- - For- éxample, one student wrote. t.he i‘ollowmg ranonalc for: her phn,@to -
teach’ Huency. S

‘chose to use a predicublc beok for thie becam Chdl’ ﬁuency it qﬁibe pogr. h »
this type:of book there is a:patiern aiid it can improve. Auency i€ he ple u;:h onwit\:
N E3 \.,}

?‘ llymcing the Fepeazed: rendingl method “He :e«h morc -of 4 hmce g
, Hsppen.” I
: Two sessions'iater. the rationale had expanded. . thc iollomng' a0 I

T toeAn

don't want Chris to: think.that he cin only.read siobthiyif: he&éeﬂt m:~and e‘:,j)
om: ‘again, Because: of this, 'in uing chunking as well-is fepented feadinga: This~ !

O “nerense. hix fluency as weil as his. lmwledge ofhw;to grpup'wordl thu
[MC mplete thojight. s ‘

" EFESER i need:to Kivow whi they. v‘ughf a they dndmd be“ablc to aphin

OOt i) d e oo e
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¢ ‘would influence the prediction.

the reader and the reading event. Misty is definitely a passive reader.

L, \‘ . N ~
. E MC agnostic narrative sheets (see Figure 3) become integral parts of the. .
. azmZEmisory process. They are used in informal dialogue with students and-—
e —provide a basis for coilaborafiva.aronn - woark-disino-the saminan —

Model for Diagnostic Narratives in Teacher Education 7 :

3

Another student obscry;:d her student focusing on the procc;sai\)‘f"’;
comprehension (Jordan, 1989). )
While using the reading log, I became aware of how incredibly tied she is.to> on

il

‘text."We struggled to find .relevant background (I know this) knowledge which. .

During. the next session, she observed the foilowing: o

Her »bility in using the techiniquss is improving and she is beginning to use-them: '
‘on her own. Literal and non-literal-comprehension is up. But whilé recall has .,
improved, non-literai comprehension, main idea, summary questions are atill very. ..
text-based without much extension. She is getting more right ‘but I would like 0. .
see more integration between print and personal meaning. ;

Finally, preservice teachers reflect on each instructional session.
Reflection informs future planning and practice and is also exténded to: °;
include personal evaluation of instructional decision making. Thus, -
reflections include the following:

1. Peflection on the lesson—an evaluation that ties together the plans, *f
adjustments, and observations. For example, Jordan (1989) wrote the following:

During the lesson, I discarded the story map, modeled self-talk, self-questioning,
and especially prediction. Used the story map as a summary for after. Good - |
modification Much happier with cesults. She elaborated and answered with " -
background knowledge the comprehension questions today. "

2. Reflections on interactions—an evaluation of the prompts and o
scaffolding that occurred to ensure learning. ’

On day 7, I could tell she was trying hard to predict. I kept tryirg to bring
different ideas to the surface for her to predict. On day 9, I had to model
continuously to try and explain this process (sclf-directed questioning). Thra-oa_*:
day 11, I couldn’t believe the improvement from the first day (on prediction); I\\"\‘«
need to'model and modell She has ideas, but seems scared. because they may not -
be correct. I tell her it’s a guess or bet. She then can relax and enjoy—but only

twice. ‘
3. Reflection on guiding theory —thinking about how thit instfuctional..
event brought a new understanding about reading theory. This ties together
rationales and reflections. Jordan (1989) stated her rationale for using: '
coaching and modeling and reflected on her own learning, as seen below:
Rationale: Misty is a passive reader (I suspect, since I haven’t done the formal
testing) and I need to cause her to relate actively to the text.

Reflection: After I looked up passive reading, I understand that there is no testing
that particularly tests this element. It is determined by observation and analysis of 4

{

Sug«vision l 8 ¢
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CHALLENGES IN'READING

¥ -Additionally, they.are shared with supervisors who respond in writing;to-the °

B prescrvice teachers’ entries. These written. comments are discussed with:the

£ téacher educator, and-the preservice teachers are encouraged to moveito an.

" increasingly higher level of the reflective process. Thus, these narratives.
provide preservice-teachers with a vehicle for systematic reflection on.theif g

.development as-teachers. s

5

 THE IMPACT ON PRESERVICE EDUCATION e

. This model. of teacher preparation views teachers as decision makers and °
curriculum developers who are constantly refining their models of’readitig. .
¢.:and reading instruction. The diagnostic narrative is viewed -as critical for
» adjusting curriculum'to meet students’ needs and for developing a reflective
‘stance to teaching. ' )

As preservice teachers implement their plans, instruction is enhanced by.
" 'the requirement to make key observations about student learning. The
' expectation that. observation is critical for formulating ‘future lesson plans.
focuses their thir:king from management concerns (Am.I on the right.
page?) and deliverv.concerns (Did I include the phonic lesson?) to leaining
: -and processing concerns such as the following:

# Are the students comprehending this text?

- « Howare the students constructing meaning?
¢ Are they using prior knowledge?
® Are they monitoring understanding?

Refocusing observations from content delivery to student learning, then,
, impacts instructional decision making and planning, Using the diagnostic
‘narrative, preservice teachers begin to tie learning experiences together
" rather than, focus on single reasons for events. Beginning-teachers worry
about the activities they plan. However, diagnostic narratives force
. 'preservice teachers to consider the reasons for their plans based on their
observations\of student learning and interactions during instruction. They
think about whether interactions were consistent with: their plans and with
‘their beliefs ibout reading. This continued self-dialogue causes them to
- Tevisit their texib~ckand read sections with increased ability to elaborate
- their theories of reading and reading instruction.
¢ Likewise, the diagnostic narratives provide-the distancing that is necessary
'~ as the-participant-observer (preservice teacher) becomes totally immersed in
¢ thelitcracy event. Teachers often need to distance themselves.from. the
literacy event in order to refocus and analyze the observations. The. inquiry
process shifts from total immersion and participant observation to'reflective
a~*i- ~f the event andthe theoretical framework. Additionally, the writing.
E o] mc‘ales“tiesv the theoretical underpinnings-of instruction t6 practice. As
-~ Ui "bétween theory dnd practice, preservice teachers continue to add
—to-their-repértoire of dtratepies. knowledor andainderifan inaiabhant.

T
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nthupaper, 1 have-explainedth.goals.and.-con cepts undergirding the .

Reading; Clinic:at Eastern: Montana Collége-andhavé:described. diagncatic

- ‘narfatives as a procedure:for-tying theory to. practice 16 chcourage inquiry:
- This‘model. prepires teachers who-are willing to.assumie mofe.cential. olev
< in:developing and shai zig their own réading programs. The-preparation; of
reflective-teacherswho cin ouigrow their own.knowledge:is imperativé;ina-
society where change is the norm. 2
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Teachcr Expectations: = .
Modifying One’s Teaching: '
Through the Self-Monitorlng Process

¥

ﬁ 'maomr R. BLAIR :
Texas A&M- Untoemity

'DENEESE'X.-JONES. S
ma;m University

-
3

Identifying characteristics of effective teachers of reading has been 2 fnntf.x « :'
.area of inquiry in. the last 20 years. (Wittrock, 1986). Many of the, quahnes of 0[3
effecuve teachers of rcadmg identified instudies of classioom téaching have -
centexed on the use of time in.the: classroom (i.e., maximizing: time-on-task.
L through effective use of groups and materials uulxzing the direct instructioft
" -approach). Yet-one characteristic- of effective instruction focuies on what
teachers believe and the consequences of such beliefs, Studies héave shown-a *
‘positive relationship between teacher expectatxont; and student achxevement
(Ashtori-& Webb, 1986). It is a truism that one’s expectations for students, in
reading instruction may bias one's actions and influence subsequcnt >
learning. In such instances, students sense what'is expected of-them:in.
reading and-behave accordingly. A teachir’s expcctatmns can become a self-
fulfilling prophecy and thus are 2 powerfi 1'force in effective teaching

~ TEACHER EXPECTATIONS ;

o E

- Good-and Brophy (1987) hcve studied teather expectations and studént. .

o achxevement in great detail. While:it is admble to hold high expecuuonso 5

' dents in reading, it is also important thavthesc expectations are ’f
« in -terms, of dmgnostxc information collected .on students, High.

pmormance expectations tha__are cmmtgnﬂymmibk.iqufndm

St Wely OMAQz a
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studznts; ‘Some: students are-not as susceptible to tiachers’ .éXpéi:Qﬁbm-ég E
1others. However, when low. éxpeciations do have “egative.effects-on 4

students; the result can be ‘devaitating to student.giowth, as-scer-in:thi

Sadminaty of the effects of fow expectations coiinunicated:to. itudents: 4
-(Good-& Brophy 10873 ORERER

§: receive Je. sstruction and are expected to do less.work. S
¢ receive less frequent praise '

e are.calledonless often, reéeive lési time:to réspond to quesﬁans,*hi;gj‘:p’iﬁ p:

" asked pregominantly.factual questions 5
¢ arc deated farther from-their-teachers, feceive:less eye contict, apd ire’ .
smiled-at'léss often - T

¢ arc.criticizéd more.fréquéntly for incorrect responsés e

* receive-less help in-difficult situations I
¢ reccive less acceptarice and use of ideas: "

;

One of the primary results of low:expectations, then, is that. s't‘gdegt_:,‘a‘xfc;‘i g
_ excluded from'the teaching-learning process. Thesé students are. not: called" ",
‘on to answer questions and rarely volunteér information during a lessop, . .

SELF-MONITORING PROCESS

-3

o

-~ -With-the-current:focus-on- empowering teachers, which places emphasis on,
. teacher decision making, it is imperative that-all teachers, espéc,:‘ia})lf'//fg
; teachersin-training, are made.aware of the possible effects of low tear &
. .- ‘expectations-on student' performance in i-eading'and'xeﬂec‘t.ogb’«v’ayiet'og;
‘monitor their instruction in this important area. One method to<help -
teachers view reality in their. classrooms (in this case whether or not certain: -
_'students are included in class discussions) is to engage teachers-in a qel_ﬁi_'éif
menitoring process. (Blair, 1988). The self-moenitoring process involves- . .
collecting and examining data-on one's efféctivéness, Thié:ptqtésfglgiﬁfﬁ
facilitated by having-a colleague or supervisor systematically Obsérve -

-

TR

=

- classroom events and provide feedback on one's. teaching, Once: °
information is collected, a teacker isin a position to reflect & JAhe*3
information and discuss perceptions with-felicw teachers and supervisors.
This process creates an awareness of sirengths and weaknesses in-an - -
instructional program and points to modifications and- imprevements. -

‘Figure 1 depicts the seli‘-monitoring process. ] 3
i © METHOD : ' =

“"To'encoitrage teachers-in-training to examine teacher expectations and:the ¢
relationship between expectitions and student participation in class
- discussions, 10-grade 3 teachérs-in-training were observed during-their .,
o @t teaching experience and also participated. ini a. self-monitoring’
L EMC « The university student teaching supervisor observed each student.
e Ly EE— 'C"Q
- 25 =

r
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: Culminates in
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:, Instructional modifications

 Figare 1. Self-monltoring process. o

) N
§ \‘1 . i }:
e[ MC:ading,m discussion of a story following silent reading. ‘Using.a’
i vating chart; the supervisor. completed & participation gruide ofi:the .
~Yesson The sunervizornlizret 2 o HerE st i b AnhrARS . fa hianh T
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As stated, following:each observation, the university supervisor cbn!'erret
- With- each student teacher individually and reviewed the results. of 2k
,nrtxcxpation guide.’In an effort to kelp student teachers. reflect on: th:
résults 6f the participation guide, the supervisor led a: ducuulon by ukiq
the following questions:

"~ 1. Which students were asked more questions? Why?

29, Were. there particular groups of students sitting togcthcr tha; recexvei

‘more atténtion? Why? ,

8. Which students volunteeréd readily in class discussior.s? . :

. 4 Which students did not respond in class? ;
5."Why do you think they did not respond? ¢

q' te !

R T

Student:teacher-resporses demonstrated a growing undermnding o
the teaching process and a greater awireness of its: subtletied any

. complcxntxcs The following are examplcs of responses to the -aboy:
questions:

I umally call on Anglo males and females as well as'some Black nales. who- km
ands raised more ofien. Some of them need extra practice. . ,others wer
E MC o1 to “help out” those who didn't-know an: answer. . .. High lével student

emmmE quently on task.... I umally gund clou to their tables bec:ule the;
———ususllvare-ontask and Féxpee Y P : I 1 11177
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This pilot study was concerned with the process of self-monitoring and as

" such did not include the formal completion of a second participation guide

to measure progress. Simply being.aware of 2 potential problem area doei.
not necessarily translate into positive changes. However, informal
discussions with both student teachers and their cooperating teachers were.

- encouraging. Once aware of an area needing improvement, student:
[ . teachers scemed eager to devise ways to include all students in discussions
= . and not fall prey to the familiar irap of asking only ceriain studénts. to

|

answer discussion. questions. Because of the initial succeis of the self- -

significance.

This process of seif-monitoring to gain a “snapshot” of one's own
teaching is related directly to the premise that the téaching act be both
purposcful and reflective. Since teacher expectations can be communicated
tkrough classroom interactions, checking to make sure ail students
participate in discussions is one means of exploring expectations.

Teachers-in-training should be aware of the power of their expectations

on children, and they should be whle to change their actions to ensure that
all students receive instruction to n‘eet their needs. To this end, teachdrs.

need>to be trained to be reflective, self-monitoring professionals. Effective

- monitering process in this pilot study, we recommend that this method- of
changing teacher behavior be tested empirically to determine its -

teachers think constantly about wh=c happens in their classrooms; they

monitor their own actions and they devise activities that are responsive to

their students. Selfmonitors reflect-about their teaching and ask “WhyamI -

doing what I am doing?” The argument presented in this paper is that
teachers-in-training need to be careful observers of their classroom teaching

and to monitor how their expectations are manifeste during reading, |

instruction. Most of all, it suggests that attention be paid to the quality of

«classroom experiences provided to students during reading instruction.
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Frepasing Teacher/Researchers ;

. MARY W, OLSON
Unloeraity of North Carol(m at Greensboro
MARGUERITE K, GILLIS
Southwest Texas State University

. [
A major goal of educators who prepare teschers at the p:eqegﬁcrcjﬁ%
inservice Irvel is to increase their instructional effectiveness.and, i wgm,;
children’s learning, While: this may seem to be a:modest. goal,: particulérly;
since it can be articulsted in one senterice, it is a goal full of opportunities
for texcher preparation and gradvate education programs. Cértainly,
embedded in our desite to lelp children learn is an-awaréness of the 3
demographics of the schools of tomorrow. In 1982, almost one-sixth of3
., public-school students were from pe. r families, oncténth were -
.  handicapped in some way, and over one-fourth were from ;ninpritzog‘mps%g
(Haberman, 1984), These prop-ttionsareupfre  the previous decade and,”
should the current trend coritinue, they suggést an increase in the numbers
of youngsters who will fail-in school. Given these demographics, the'need
for skilled, sensitive, und reflective teachers to it prove instructional i
effectivencss is certainly acute. . e
Educators are alio aware of the vasiety-of arguments sbout what positions, 3
o . orientation, and strategies should help teachers increase s Jdents’ academic 3
2 “'7y~*s (Bezliner, 1986; Carnegie TaskForce, 1986;.Cage, 1978; Holmes
;; ‘EMCV' 1986; Shulman, 1987). Theie argiments range- from Shslman’s 3
- ummm| that teaching emphasizes comprehension and :reasoning as well sis 3
— franzformation and reflection to thenattomzt certirsiin i S fror G o e —

-

Al




18 QHALLENGES IN'READING : A Y

: - jprocess, significant improvement in student lea :ing'is inore likely t6 occur .
~within schools; ' . -3
A spirit of inquiry, or reflection, can be characterized ‘by“teachers’ (or
. “dnyone's) dissatisfaction with a current-situation:and the tiloughtful -
- -identification of what is.unacceptable, curiosity abéut-a-classrooin-or
- student learning phenomenon, or concern.about past and, cufrent
- policies/relations-in"schools. Whatever the problem, teachers with a spirit-of é
. inquiry will-ask-questions about what is: happening with the children. they. - ;
" teach.and have a sense of empowérmient. to. make Whatever changes-are ",
.~ needed.to improve learning- for children. It is this willing=ess-to:problem:
/. solve, to question, to look for answers, and to.make changes that-™]

‘characterizes a teacher/researcher. Indeed, the whole nolion gf

.. teacher/researchers who have anintellectual curiosity-and é€nergy about -
- ., their students and classrooms is one manifestation ofteacherinquiry.
- Teacher/researchers engage in action research. Actiosi résearch, a=term: - ;
‘- coined in the 1940s:by. Collicr-(1945), is concerned with.immediate -
" solutions to and understanding-of local problems. Although action-rescarch.
.- is often associated with classroom-studies-that are quantitative in naturg, it .
- ' 'can assume a qualitative design as well. Teachers should be enceuraged to. |
use cither or both designs, depending upon the questions for-which they ™
seek answers.

The purpose of this paper is to identify problems-in the prejaration of -
teacher/researchers at the preservice and:graduate levels and to.describe-
some experiences we, as teacher educators, can provide our:students that "
encourage reflective teaching and classroom research. C

PRESERVICE AND INSERVICE TEACHER/RESEARCHERS

A.significant difference exists between preservice and ‘inservice teachers in - :
their background of teaching experiences. Preservice teachers have limited;, °
if any, teaching experiences to relate to new knowledge presented in
university courses. The experiences they do have are usually controlled.
clinical or field experiences that are part of a planned teacher education -
program. Another manifestation of meager teaching experiences:is:that
preservice teachers ask few and-often-naive guestions, Preservice teachers; -
however, are eager, enthusiastic, and idealistic. They-are-open to ideas and.
‘have established no set teaching patterns. Even though-few classroom
experiences also means a paucity of experiences upon which to reflect,
these students offer us opportunities to foster inquiry and encourage their
- . development as teacher/rescarchers.

"“  On the other hard, inservice teachers crdinarily have many and varied
“ classroom experiences to share and to which they can relate new _«
, O _ation. This wealth of -experience allows them to ask practical and® =
q ,M. cated questions about children and learning. Furthermore, they are -
& usually at a more mature-level of development-as:teachers. Unfortunately,




~indifferent, burried out, and everi jaundiced in,their-beliefs abouit teachin;
. Since-they usually have set teaching;patterns, they may. see. nio'néed:to. alter:
- 'their-classroom ‘practices:or- teachingrbeliefs. Certainly,.these:teachers
.. provide us:different sorts-of opgortunities.to. encourags. problem solving =
k- - and’to help them develop as teactier/retéarchers. LR
ASSIGNMENTS FOR PRESERVICE TEACHERS ST
F < Assignments that consider the strerigths and nieeds<of. pieicryiég“‘gcgghéfj}f
f- - and- that guide feflec..e- teachers who .are: i\gii]tigtwcs;;as»t‘e;q@her/r;:';gﬂfg:hgg&g
E* can occur-in several-contexts, such.as early field expériences; on<campus: -
.~ reading. practicums, and-student-teaching, Assignments: should:coiitain
- --specific-directions and guidélines:to-help these-novice teachers:problen
.~ soive: In other words, assignments need to:be structured. They shoul
;- reflect the instructor’s awareness that.-preservice teachers-must-work:in.
~ coliaboration with-schools and/or campus-based supervisors.-Assignments:
should also be'made with some-degreé of instructor-tolerance. because thei
students are so inexperienced and‘ar=.often focu-~d on-thein course.grade..
Assignments are made to .encourage. reflective: iking, not:primarily to
address children’s reading: problems, although-st_dents. benefit.from. the:
dual objectives. Some-assignments requiring <eflective thinking:and.teacher
 research that we provide preservice teachers.in early field.experiences,.on-.

(o ve o e 4, R

campus reading practicums, and student teaching follow. L3
Early Field Experiences

Assignment No. 1. Conduct a case study of a child i your classroom who is. .
- at risk because of reading problems (possibly identifying. words,
~ understanding vocabulary terms, comprehending-the text,.or reading-oraliy;
fluently). Collaborate with the teacher to identify a child-and to.determing. -
the problem and possible causes of it. Secure parental.perinission.to. work.
with the child. Formulate guestions to answer in order to bétter understand
the child’s reading problems. Study the literature in.the area.of the;child’s
difficulty. Study school records and then interview ‘parents:and.school.
professionals working with the child. Obsérve the child in réading-and
nonreading situations and take notes. Organize and reflect upon: the;
information you have gathered and discuss the:information with. the-
teacher. Speculate on possible solutions to the problem. Prepare.a case
study that d:linéates the problem, summarizes-the literature, presents: the”
data gathered, draws conclusious, and answers the question's you and :the:
teacher posed. Your case study should be five to six pages long.and have-a ©,
reference list attached. ‘ ‘ S
El{‘lcnen} No. 2i-Conduct a study of a classzéom problem in scme
. e /1anguage arts area (e.g., reading, -spelling, o¥al language, listening:
-—skill; combosing ability), Collabosate with 1 chei-tosidel
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20 CUALLENGES IN READING -

- he problem area. Collect:data — samplés-of student work/béhaviors (e.g.,
» -oril language samples, written-ianguage samples; ‘ofil réading-niiscues, -
~student fesponise to various types of questions),. Ofgafiizé.and: reflect-upon
‘the.information you.have gathered and: discuss.the;information:withCthe:
““teacher. Speculate -on. solitions10-thé. problemi. Prepare.apaper-that-
‘delineates-the problem, sumiiarizes the-literature; preséiits dati:gathered:
~draws coriclusions, and answers the questions you and the. tejgg:}j‘e’xaﬁ’gig@@g\(gﬁﬁ S
- paper should be six to seven.pages long and havea referénce list attachad. :
. -Assignment:No. 3. Study-the theoretical’bases of clasirogmyreading "
| “instruction. Reviéw articles and. class notes on the major theoretical
- .positions. Interview the teacher regarding his or her beliéfs about the “If

. ‘nature.of the reading, process and the process- of learning to read; use an- -
.« interview format given in class (Leu & Kinzer, 1987; Gove, 1988). Interviéw
eight studeits — four good readers and-four poor readers—regarding:theif,

- vviews of the purpose of reading materials and:assignmants.given; ulethe U
- -format given in class (Wixson, Bosky, Yochum, & Alvermann, 1984). °
.. Observe classroom reading instruction for two-hours (if students-are
~ grouped, observe a group of good readers and a group:of poor readers)-and’ "}
- dake notes. Prepare a piper that briefly summerizes the major theoretical - B
. positions; summarizes the -data gathered;. identifies problem/conflict-areis;
.. compares and contrasts teacher beliefs with their .instructional:behaviors
and teacher beliefs with student views;.and finally relates teacher beliefs,
¢ -instructional behaviors, and student views to the identified problems:and. '

¢ theoretical posit’ons studied. Your paper should be six to seven pages-long: . 'y

. and have a reference list attached: T

. -On-Campus Reading Practicums

" Assignment No. 1. Conduct an initial assessment and. prepare a diagnostic
. report. Administer an IRI, collect written and oral language samples, and
- administer an interest inventory and reader self-evaluation. Study the child’s
i folder, paying special attention to information supplied by the family and - ;
» * teachers about the child's reading/language arts strengths and needs, Write.a: . §
. three- to four-page diagnostic report that sur*marizes the data gathered |

vos
: draws conclusions about student strengths and needs, establishes three or .. Af
- four instructional vbjectives, and makes hypotheses about methods-and... . ,;
: - materials that might help the child meet the objectives; attach a reference list. | .,
" ‘Aegignment'No. 2. Plan to conduct three diagnostic. lessons after . -, ;
.. collaborating with the instructor to select one area of student need to study.
Conduct the three diagnostic lessons and reflect on the effects. of three
. . different strategies designed (o improve ability in the area of need under
) ‘sh"ii@"te the diagnostic lesson frameworks and record-keeping procedures,
. F MC in Tierney, Readence, and Dishner (1985) or Walker (1988). Prepare
- . e ! three-page paper that presents.your procedures for the diagnostic

P — U W Y -~ el
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. Jessons, summarizes the. results of éach, and-draws. conclunom about: the
s effecnveness of éach strategy for your studént,. Attacha referen.e list,

i Mpment No. 3. Ke€p:a-tutoring log-(adapted.from Patterson,: 1988): :and
g prepate -a.remediation-report. The log will. «contain"your plans:for each
© session, your-observations.of the. chnld’ s:responses,.and> your: sub@equent“
decmom about further instruction. At.the.end:of.the. -practicun; ex_peﬁencew
. -write-a-four:-to five-page remediation -report, based on-data; from- 'the: :
8 itutorisig:log and’ diagnostic lessons, that summarizes: the. chd's - PrORTEsk:

‘toward. éach- objcctlve -and: makes recommendatnom about future
{ mstructnom attach a reference list.

Student Teaching U

*-Student teackers can: study their own théoretical viéws. of: readmgg
Jinstruction. Instructors can interview them regarding their beheu aboutthe .
réading. process and- the process of learnmg to read: before they begn'{~
teaching. Student téachers can then-interview- chnldren iin-éach.other's -
~. feading groups.and videotapé each other teaching good and.psor-readers..
- - The.student teacheérs can thien reflect on thei prestudent’ teacb.mg x‘eadmg,J
behefs, if siudent teaching influenced ‘those bchefs, and wnether the .
‘classroorii-teachers’ practices were compatlble with their beliefsand/or- the
% childreén’s beliefs. Finally, they cah write a paper that consideérs their -
. reflections on their reading instruction beliefs. e
" Wefind' that most assignments. for inservice teachers:can be. adapted:! for )
; ‘preservice teachers to complcte during:their student’ tcachmg ssmester. We:
.

»

3
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also find that many of the assignments listed above can be: adapted “for;
inservice teachers. For example,.the study of a classroom reading/language

~ arts:problém can-be adapted to add making hypotheses.about miethods-and
materials .to-solve the problem, testing the hypotheses, and- reporting the
‘results. The- diagnostic lesson assignment can be adapteéd: to invoive.

- ¢onducting-diagnostic léssons with a group and reporting the results.

ASSIGNMEN’IS FOR INSERVICE TEACHERS

" 'In many ways, inservice teachers enrolled in graduate schocl are good-
«candidates- for the teacher/researcher movement. In our experience, they.
are-intrigued with “conducting research” but somewhat fearful of being
-~ “researchiers.” They need support and encomagement in their-endeavors. A-,,
, -convenient classroom. facilitates exploring the role of teacher,rescarcher -

Often inservice teachers havc already identified problems in thenr |

f R T

E KC group dxscumom that provide a sharper focus on the problems aré
;‘ n-wmm ‘As:soon 'as a teacher has an. identified' problem, he or she must. .
—determine how 1o systematically.réseaiciit. Foringamnce. shontd s fearhess




: 22 CHALLENGES IN READING

- teacher/researchers at the inservice level: one that encourages a qualitative. - ;

#"study and one that produces a quantitdtive study. o ;

~ Assignment No. 1. Consider. the children, learning processes, or curriculum -
" “in your classroom. For-the-next class period, .identify:problenis in-ong, two, _ -;

. or several areas that are-troublesome to you as.théiteacher. At:that time; we - ¢

. will. form £mall groups to discuss'and more sharply focus the identified.

* *.problems. You must select one problem-to study/research in-depth; -Aftér é«_f;'

. "you have selected the problem, begin keeping-a log. For instance; if-a child: ;

| interests you, systematically. observe the child:in learniri‘g-*si_t,ua_’ntiongeahdf“;\i

- record your observations. Note the context, the-task,:the materials,-and the"”’

child’s behaviors as Le or she acquires new skills or information. Begin-tox >

7 note which of the above variables seem to be the most troublesome. for- this: .

child. Alter the variable and obsezve the results. Collect.examples:of -the: ~ ;
child’s work with a representative sample of contexts, tasks, and materials. "

-, ‘Study the child’s school .records. Review related-and pertinent:literaturé..

- Interview the child’s previous teachers. Begin to consider-possible causes.of’

" the problem. Consider and reflect on your observations, data, and outside

information. Speculate on possible solutions to thié problem and reflect on. -
‘your growth as a teacher/researcher. Prepare a paper that examines the

-~ teacher/researchér process, your study of the problem, and ‘your

*{ conclusions. Be prepared to share your research at the research seminar.

i~ Assignment No. 2. ,

. Select and define a problem. A problem is a hypothesis or question that -
‘interests you and that can be tested or answered through the collection and
-analysis of-data. State your problem in question form or as a declarative
statement. Be sure to limit the problem so that some conclusions-are ;
-possible. For instance, if you are concerned about your children’s mastery of
the content of the social studies textbook, your question might evolve from .
“How can I help my children read their social studies téxtbeok?” to “What -
prereading strategies would help my children urderstand:the content inthe .
social studies book?” to “Is an Expectation Qutline (Spiegal, 1981) an
effecdve strategy to help the children in my classroom master the content in .

- the social studies textboc*:?” You wiil need to review: the existing. literature
related to the identified question or problem because you need some degree
of understanding of what is known or still unknown about the problem.

Design the ttudy. Randomly divide your students into two groups. Design a ,
social studies lesson using an Expec ation Outline and a lesson that is taught .-
~ ‘as you usually teach. Teach the Expectation Outline lesson to one group.

- -and ‘the regular lesson to the other group. The next day give an |

unannounced test over the material. K

.+ 4==ly"" the data. Score the tests and._determine the average score for each |

‘E MCPrcpare a graph that shows each group’s average score. Prepare-a:

7 . g ¢y distribution (or tallies) for the number of students that carned
——each-scorc— =3 N | -

<3,
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« Draw conclusions from the data. Your conclusions are:based on the:zesults of -
. your-data analysis. Théy should be stated-in relation to the original |
! lquesuon As a teacher/researcher, summ-rize what has been done.and .draw.
-inferences from what you found. Rem:imber that your results are vahd only
Vm yair elassroom. You cannot generalize to-other children or- ‘other: ;
,(classrooms Prepare a paper that follows the above steps. Be prepared.to .
‘ share your research at the research seminar.
Both assignments are open enough to accommodate any topxc orareaon
which we want to focus. Another assignment we.have used is- descnbed by-
‘Moore and Moore (1985) in which students create a mlmrephcauon of a.
: -study alrcady conducted. We iise these assignments in content reading ,
“.courses, diagnosis and remediation courses, elementary.reading. courses,

language arts courses, and. exceptional children’s reading problems courses;
In sum, the asslgnments can be modified to fit any course.
The research seminar is a very important aspect of our teacher/researcher

‘preparation. At the seminar, each student presents his or her research, and
. -the group discusses the question, the procedure, the data collection 2nd
" andlysis, and the results. We also try to have a research project of our own to

share at the seminar so that we can create a collegial context. It is exciting
to watch teachers become so engrossed in the research process that they

participate in lively discussions about what they want to research next. When. -

that happens, we know that we have a new group of research colleagues in
the schools.
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Student Teacher Useof . .
Content Reading Strategiess ' -
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L ELIZABETH G. STURTEVANT :
£ Kent State University
5 MARY W. SPOR
p Geauga County (OH) Board of Education

3

Content reading courses for secondary presérvice teachers are: required'in.
. more-than 60% of the states (Farrell ‘& Cirsincione, 1984). These teacher .
- certification requirements were enacted with the hope that:new.content ares.,
-'teachers would develop.the skills to help students-learn from difficult -
3 ‘secondary.textbooks. Itis unciear, however, whether. content rcading courses 7,
effectively conwrice preéservice secondary teachers to use-conterit reading: -
) |

3

. strategigs when'théy begin teaching. . R
. Much:of the research on content reading courses has-focused on:
- students’ attitudes. Professors oftén hear complaints:from.gtudents who.do
; not .nderstand the-purpose of. the courss, This “bad attitude” seems.to go-
. ‘beyond-the general discontent sometimes ‘expressed -by ‘college studénts -
taking required education courses. It may.reflect a gap between the
~ philosophy expressed in the course and. fhe cuiture of the traditional '+
. gecondary school, e
- 'Why do some students have poor attitudes éven before. ihie course:begini?”.
* ‘Stewart and O'Brien’(1989) found:that only 23%.of entering studerits-had:a,
- £7*"3"a of the purnose of the course, ‘while 39% beli¢ved, the. state
B[R Cit fortheir person)l reading remediation, S
‘e (1981) found the.c/students:from fields that traditionally make Title:
SHonsndartLararenatant T nmea o
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class lectures and discussions rather than from texts. Ratekin, Simpsorn, -
Alvermann, and Dishner (1985) found that less than 1% of the. home |,
assignments given. by hxgh school teachers expected students to “dcw‘lop
concepts from text.”

O'Brien (1988) suggests that preservice teachers may already be aware -
that many high-school cultures stress lectures and discussions, not rcadmgﬁ
They may be resistant to the course because it is perceived as full'of “ ivory -
tower” ideas that cannot be applied in the “real world.” ;

It has been found rzpeatedly, however, that content rcadmg courses can. ;
persuade preservice teachers that content reading stratcgies are. valuab!e
(Allen, 1982; Bader & Pearce, 1983; Dillingofski & Dulin,. 1979; Gchrke, 2
Schaefer, & Schlick, 1982; Lloyd, 1987; Memory, 1988; (Orlando,-1983; Welle, -
1981). When and under what conditions does this lmprovcd attitude
translate into use o the strategies when teaching?

Only a few researchers have studied the actual use of strategies learned in l;
a preservice content reading course. Most studies have examined course -
structures that promnte use of the strategies. For- example, timing the °.
course just prior to the internship or student teaching has been found‘to be -
kelpful (Allen, 1982; Bader & Pcarcc, 19883). chumng students to use
strategies for their own léarning or in a field experience also is valuable c‘
{Memory, 1983; Olson & Gillis, 1983).

But what about the school cultur that preservice teachers encounter as %
student teachers or bcgmmng teachers? If preservice teachers' actitudes. |
toward content 1eading improve as a result of the content rcadmg course; |
will they be able to put their newly found beliefs into practice in the rcahtyr-
of the secondary school? :

The purpose of this study was to examine whether secondary. student
teachers used the strategies that they were taught in a content reading !
course. We also examined whether student teachers found partxcular
strategies to be more useful in different content areas and if cooperating
teachers’ knowled;;e of content reading strategies was related to studernt K
teachers’ use of tiie strategies. 5

METHOD

Subjects were secondary student teachers at a public midwestern urban
university. They were about evenly divided between college seniors and
postgraduates who had returned to collcgc for teaching certification. All 48 -
secondary stuclent teachers during one spring quarter were sent surveys; 12; -
males and 11. females (48%) responded. The age range of the respondents
was 22 to 40 with a mean age of 28. Their student-teaching assignments were "
in both s»zburban and vrban secondary schools. ;
c"-'.vcys were distributed to students by university supervisors during: - -
l: KC udent teaching seminars. In- most instances, students were grouped: |
ezt $€minars according to content area. Two groups, the physical. o

— -(‘\
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- ‘education and the science majors, had only one respondent each.

Because it would be impossible-to generalize for those disciplines based

;- on only one survey each, those two responses were not-considered in the.
analysis. ’

course emphasized the theory behind and the use of strategies to help.

-3
course was to help preservice teachers.develop skills to integrate reading:

Vacca, 1989) and Reading Strategies and Practices (Tierney, Readénce, &

Dishner, 1985). An important component of the course was a concurrent’

field  experience in a public school classroom (two hours per week) where

the preservice teachers practiced the strategies lzarned in class,
Cooperating teachers to whom the student teachers were assigned had
< been selected hy local schoo¥: district adriinistrators. These teachers had
been identified as master teachers who yould serve as good role models and.
mentors for the student teachers. The school district administrators worked
closely with the Office of Field Services at the university to ensure. that:the
most qualified. cooperating teachérs were chosen.

For this preliminary study, student teachers completed a questionnaire at
the end of their student teaching experience. Sixteen text-based, six stud;
skills/research, and seven vocabulary strategies were listed, all of which had
been taught and subsequently practiced by students taking the content arca
reading course. Additional questions addressed the.teaching environment,
¢ the attitudes of cooperating teachers and student teachers toward content
. area reading strategies, and the experience level of the cooperating
teachers. The student teachers indicated whether each content area reading
strategy taught in the preservice methods course was used frequently
(weekly or twice a month), sometimes (once 2 month), seldom (less than
once a month), or never.

RESULTS

Some of the content reading strategies were used much niore frequently
than others. Forty-three percent of the student teachers surveyed reported
using advance organizers sometimes or frequently. Other popular text-based:
strategies and the percentage of students who reported using-them
sometimes or frequently are as follows: DRTA, 38%; structured overviews,
- 33%; and se-nantic mapping, 29%. The most popular study skills strategy
was the Notetaking System for Learning, 24%. Several vocabulary strategies
waramcd by student teachers frequeritly or sometimes. They included
EMCM!'analysis and dictionary skills, 33%, and structural analysis and
e 1al redefinition, 24%. 3 6'

3

R \;5
o~ h

. All subjects had taken, within a year prior to their student teaching;
experience, a four-credit course in secondary content reading methods. The”

secondary students learn from text. The underlying philosophy of:the ",

-strategies with course content in order to improve learning. Stritegics,
addressed in the course were teken from Content Area Reading (Vacca &
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B - Thic percentage of stiategics used by.student teachers in. each discipling
J: aiied. English m: s :-ied 80% of the. itrategiés-once, a:month.or mofe;

g - Spanish,25%; art, - _busines, 11%, and social studies; 1%, :
- -Adifference in:the use-of ‘strategies also was found between student
g teachers-whose cooperating. teachers were:familiaiywith: the stategies-snd
e those:who were not:familiar with the strat¢gics.. Only 4:of the 28 studeiit
. . teachers reported that their cooperating téachers were familar with cotitent
®” reading strategies. These student:teachers alio reported uging. the stratex
 ‘more often in the clasiroom: Student teachers whiose cooperitin
" o -did not use textbooks reported less-use of content regdihg‘gmtggiq'ﬁ»{y 3
|- ‘DISCUSSION . R
It should-bé noted that problems with self-reporting-the use of:content
. 'reading strategies (Alvermann & Swafford, 1989) may tend todnflate
reported-use of-the strategics. Further regearqh.*inélljﬁinif'i_’,l!téf!ri#t:?i
observations, and documént-analysis, is warranted.. Nonethéless, the: fesulis
. of this preliminary study-suggest_that.only. a:limited number- of:stiategics
- learned in- the preservice: course:were:later used during student.teaching.
- . Of 29 reading strategies taught, cnly 7 were used once a .aonth or more by
' more than 20%, of the student teachers, and none was used by miore than
-~ 43%-of the student teachers. Strategies were-uséd much more often by
student teachers in some subjects than in others. Reasons forsthese
differénces cannot be determiried by this study. Variables such-as the,
differential usc of textbooks, the amount of reading material assigied, and
- the philosophy and'knowledge of the cooperating teacher in relation to
content area reading strategies should be explored. In particulsr, the.
cooperating teacher's knowledge of content reading strategies appears.to be.
‘related to student teacher use of the stiategies. R
. Eighty-oae percent of the:student teachers in this study.reported that
. their cooperating teachers were unfamiliar vith content reading: strategies,
- However, it is likely that these cooperating teachers had been exposed to,
., these ideas through inservice or preservice edication. The state in.which’
this.study was conducted requires all-preservice teachers.to-take 2 coursé in’
. -content reading, and many districts have offered.inservice programs as well.-
¥ - Reading educators, however, report. that:many teachers-who-learn .content.
"+ reading strategies in preservici and inservice programs riever us¢ them ins
- - the classrooms (Vacca & Gove, 1982; Dupuis, Askov, & Lee, 1979). .,
1. Several researchers itave suggested reasons why content reading strategies’
- are-used.infrequently in secondary schools.:Ratekin; et al. (1985) observed
40 secondary school:class sessions and compared methods:observed with:
RO suggested in content arez reading mcthods textbooks. They-found.
[ R (C:xthooks advocate strategies that.require high-degrees of student’
\\[Eeeration usually found in small group instruction. The eight téachers:in:
eI Stidv _lowaver ralisd almoet avelnaiialc araiiaienlace s aao 2ot
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Another significant observation was that the téacher, notithe text, 1 2% -,
‘viewed a8 the primary source of information. ) 1
. Cooperating ‘teachers may believe that constraints in the secondary
school, part of the culture as O'Brien (1988) suggests, prevent the we of
‘content reading strategies. These barriers may include time reitrictions, . 3
+ -content-coverage requirements, lack of good texts, belief in the efficiency of - 2
. ‘lecture, and.strong discipline-based beliefs that dicutqrtt:ce,ptg!;l,e;
“ instructional practice. Cooperating teachers who believe-content redding” 2
strategies are impractical and unnecessary are not likély to model them.for §
student teachers or sanction their.use. A
A-new dialogue. among secondary teachers, administrators, university 3
¥ “professors, and rescarchers is necessary. Teams representing these grovips |
should review educational goals for secondary students and discuss.ways
 literacy activities can be included in every content area. The literacy of.
. secondary school students will improve only if professionals at all Iavels
. work together for practical and imaginative curriculum changes.
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Literature Study Groups in a .
University Methods:Class. §
DEBORAE WELLS . 1
Slippery Rock University )

%

T

“ As teacher educators, we are always looking for ways to improve the uafbm;
< performance of the students enrolled:in our classes. We want-them. to*a
understand the processes of:reading and’ writing. from the inside out, to
become aware of themselves as literate individuals who are capable of ; 3
helping others become literate. Students enrolied in-graduate and.* ‘
undergraduatc methods of teaching reading classes have already lzarned to ]
.~ read and write and’ can use this knowledge cffecﬁvc)y in-their daily lives.
.~ Teacher educators must enable students to make this tacit knowledge.y visible
if students are to understand how literacy is learned and to apply thu
knowledge to their teaching.
g Reading is a transactional process, an event shaped by'the reader, €.
I text, and the <ontext’ (Holland, 1985; Probst, 1988; Rosenblatt, 1978),
Readers bring to the text their own unique set of life experiences, the everits |
they have lived through their values and beliefs, their literary hutonet,,
Literary conyentions reflected in the author's style or the text gexre are also
critical in sthmg réaders’ responses. The third component-in. the -
transaction is the social context, the. scttmg in-which the-reading event
occurs. ~
¢ Instruction in many clcmcncary or college classrooms does not ° j
- recognize these relationships. Reading and writing are taught as sets of | /
' skills that must be isolated, practiced, and “scombined to ensure mastery?-
f (DeFord, 1985). With a skills-orientéd-view of lxtcucy, the tacjf 5
. standing of literacy is lost. Teachers focusing on the skills of hten[y
E iger focus op the acsthchcgoy of reading and writing; tenchmg :
_Jss_mcmcnhmcmmm“cheujuommnfmuQWncauu_i
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_.gPoems A
"-RobertFrost; It Bxds Prctty Fair” ' 7
'_Wal!ace Steveris,” ?.Postcard '?rom the Volcano

:- Short. Stories:

Merimes, “Mgteo_ Ealcon.é”\

Truman Cipote, “A Lamp in a Window”

Novels:.

Kzt.herme Paterson, The Great Gilly. Hoﬂmxs -
‘Theodore:Taylor, The. Cay =

Research questions: included: What happens wher: smdents meet together u‘lf,“:“/'
hterature study groups? What w:ll -the dialogue reveal:about: their responle:
- tor the pieces that were read?- Will students:make connections: bctweexrth
- discussions and their own teachmg situations? .

- Data consisted: of audiotapes and- transcripts of ‘the dxscusnon groupr .
‘fesponse journals kept by the- students, and comments xnadc dunng~ class.
discussions; daia were-analyzed using analytic. induction (Bogdan &:Bikl
1982) As categories emergéd, they were compared -and’ contrasted?
previous-and subsequent categories for the purpose of 1dcnmymg g,,
-patterns in the data.

A
Four general areas emerged: -(1)-the: typcs .of responses. made“m the 4

by

“
o R
TR T

. c;,
T O

He0;

l:tcraturc study groups: constructing simple meaning, personal’ mvolvement,
" shared inquiry, critique, analysis of reading.strategies,.and" application-to.
- teaching; (2)-similarities-and differences between: -comments made. during;

- discussions and comments recorded in the response Joumah (3). .critiques o£
; the literature study. groups.-what was learned, how the groups changed ‘how
:

L

particxpanu felt about-the groups; and (4) the influence of the:text on-the’
discussion. This paper will discuss the types of responses made in:the | groups -
and give examples of each.

THEPRACTICE OF LITERATURE STUDY:GROUPS —

mtcﬂture study groups are groups in .which five o7 six students read and.

+ common text (Eeds:& Wells, 1989 ‘Galda, 1983 Golden, 1986
ll: ; 1988). The emphasis-is.on shared Ainquiry,- discussions i in.which ‘, ;

i mdmduabntcrpmtatmn&msharedan&nm meanings-may-emérié The——




A
_ * conistruct.or regain meaning, read sections.of the-text aloud, and generally .3
-demonstrate.their.comprehension of what they have read. '}5

3 ‘Before the ‘first literature study group met, I assignied a-text-(this.was 3
. ~done in order to provide multiple copies.of the text)- and. explainéd the.- 3
“transactional theory of reading and its relation to reading-instruction. The ;%
‘students were then told they were going to read the text, reflect, write down/ by
-~ their reaction-and . mterpretat:on of the text-in the.form. of a: responsc el
: .= journal entry, and then meet in small groups to discuss what they-had teai e
= and-written. The. students’ reactions were not unexpected. Many: groaned }
- and rolled their eyes. Other muttered about how they hated. poetry or g
e

%3

4

%

literature. Others justlooled.bored. B
The next day when the groups met, I eavesdropped.on the d:scuss:on
groups and heard many students ask, “What does she want us to do?” Other -
comments ranged from reactions such as “I didn’t understand this” to
unusual and unexpected interpretations of the text. Wher; the. discussions,”
ended, the students wrote down their mterpretahons of how the group went.. - -
]ournal topics included commerits about the group’s interactions, .examples {—
cf how-text.interpretations-changed or remained the same, and suggeshons
for how the practice could be used in another classroom setting. The entire
class then met to analyze what happened in the groups. We discussed: the ;
varied interpretations to the text, the group processes, the types of
~ comments made, and the way the discussion flowed. The types of comments =
were similar to those found in a study by Eeds and Wells (1989) that i
examined the responses of fifth and sixth graders in literature study groups,
The following examples come from the discussion of two short stories, -
“Mateo Falcone” by Prosper Merimes and “A Lamp in a Window” by
Truman Capote. “Mateo Falcone,” written during th.e 19th century, tellsof a...
family living on the maquis in Portugal. When the only son betrays the .
community’s code of honor, Mateo Falcone does the only thing honor vnl!
allow him to do—he kills the son.

“A Lamp in a Window” is the story of a man stranded one night on-a
country road. He walks up to a house where an elderly lady lives alone with-.
her cats. She has no telephone but invites the man to spend the night and.
go to a nearby store in the morning. They talk for hours, about literature
and about life. The man notices a new freezer in the otherwise aging house. .
and the woman opens it to reveal the bodies of cats, “All my old
friends....It's just that I couldn’t bear to lose them. Completely. ...l guess
you thmk I'm a bit dotty.’” A bit dotty.,..But radiant: a lamp in a window”
(Capote, 1980, p. 20).

RESPONSE TYPES IN THE GROUPS
[ KC ructing Simple Meaning 4 2

amgmits were initially hesitant about sharing their interpretations, but once
._.F_ﬁie;ﬂmﬂfﬁﬁmoiﬁklha_hmlfanmeﬁxganmaareﬂ. Thev.aransd.ahnn e
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wotdmor phrases. Theyﬂsupported theu- mtetpretauom by referrmpm or\
readmg aloud. from the text. in: general;, they created:literal: ,meanmg from-g%
the: text theyread: An example from-“A:Lamp in’ a.Window R

iWinnie s «. By-the way,: ‘how many mought. itwis a-man she let m?
-;7 Tisa:  Ididi
¢'Ellen? They ¢alled him a ‘young boy .
Winnie: Where did it say. that? I Inoked back in. the stosy ‘cause ] too- thought %
wasa man but 'can’ rﬁnd outwhyI lhought. that. A
. -(Pagés tur=) : . e
“Ellen:  Wellherk. < says, it's not really referring to.him, but it nygx[she reads *
from page 19]; “What an- exceptional experience—-to ‘be anvold: v.mman E
living alone here in the'wildérness-and'have.a stranger. ,knock»on?your g

door in the middle of the night and not-only open it bug warmly welcomez 3
him inside and offer hxm shelter

_ - Y

3 . ‘Personal Involvex‘nent

When T asked if the discussion stayed on the toprc and always. related N
.. directly to the text, many students gave a sheepish grm. Thcy admitted that ;
- they often tatked about themselves and.their experlences, -reminiscences ;
inspired by the text. Students viewed this as a négative aspect of the
discussion group, as off-task behavior. I emphasxzed the importance. of ;
personal involvement for people who are truly literate. Qnly those who find"
a connection between their lives and what they read continue t6 use readmg :
.. asalifelong pursuit. e

'« Shared Inquiry

. ¥ A'text s never complete; the reader must always make inferences:and fill in
the taps left by the author. Students.read between the lines and. bc"ond the -
_iext to understand what they read. In the literature.study groups,:readers .
developed a deeper understanding of the text by hearing the different :
analyses of others and perhaps revised their own. An-excerpt from.Donna's. :
i~ journal entry about the discussion of “A Lamp in 2 Window” illustrates- lhna
¢ - finding:
I feel more comforiable with the group..I'd not thought to take this story more- E
seriously or compare the character with anyone I've known. I fespect: everyone
else’s opinion, but I still can’t see 2 deeper-meaning in -this story. Other-iiian: .

* helping this stranger in a time of need and being well-vérsed in-literature, how was: ;
she “A Lamp in a Window™ What enlightenment did shé share?.

, 43 |
5 ue.in the discussion. groups went béyorid literal and: mferentxal
L—compreheusxon‘ students analyzed howr the suthor constructed the texts THe—
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i (among other things) the way the plot:was- developed, ine types:of
~ ghmcters in-the text, 2nd the anthor's style and-use of language. This level‘
of-analysis is always: hopcd for and naturally emerged. through- dmlogue. e
“excerpt from Winnie's response journal entry frcm “A Lamp in: the /""ﬁ
' Window™ shows this tendency:: K{

¥, There wis 2 lot of use of intertextuality in the. piece (new word—1I Just had ﬁo«use m)
- Also a ot Of attention was paid to building the character and creaung the setting:.

X
“Annlysls of Reading Stirategies , zﬁ
: Unhke the fifth dnd six.h graders in the earlier study:(Ecds & Wells, 1989), 3

)
v

‘ thé adult students discussed how they read a text. Here is an ¢xample from a.. .-
dnscuunomof “Mateo Falcone™: . i

I
*‘?..
4

ki

F.llcn I don’t think T was ever so upset after I read a story. I just, Isitdownonmy
bed and I read it. I had-trouble getting into it. I don't know why but I. think 4
it was just, it was confusing: zng I had to keep going back and:getting all -
these words right, you know. And then I just got done and I, ¥ just couldn t
believe it. I was shocked. ,

. IMPLICATIONS ' K

Through zacticipation in literature study groups and through analysis of the , *
: discussion groups, participants developed a deeper undcrstandm'[; of what
- they do naturallyas literate people. Through dialogue, readérs dxpand=2" 3},
their own understanding of the text, themselves, and the world aroundr "5
. them. They discovered a deeper, more critical understanding.of literature - ;
and perhaps iife. ;

Participants related their Icammg expariences to their own: classrooms
and began to recognize the importance of a transactional view of teaching ~
and learning. This knowledge can help inform their teaching by
.démonstrating the importance of discussion, not interrogation. Readers:aie-- -
capable of discussing and analyzing a text without relying on predctcrmmed
{(and pos:jbly ms:gmﬁcant) teacher-directed. questions. 'Ihrough authentic
dialogue, a community of learners in which literacy is valued as an
important lifelong pursuit, not as a set of skills to be learmd and practlcgd
only in 2 school setting, can develop.

[
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; - Student Performance by Supervising Teachers, "

. Reading Specialists, and Preservice Teachers. -
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3

JUDY RAMOY JOHNSTONE
Mount Si. Mary’s College

Ficld experiences that require preser e teachers to observe m,chumom
. and -participate.jn. teaching lessons have become prevalent:in teéacher -

| €ducation preparation. Specific standards, by the-Natiénial Associafion of®
' ‘State Directors of Teacher Education.and Certification (NASDTEC, 1986)-
.‘used’to evaluate programs.require early field experiences prior to student.
. teaching. Traditionally, field experiences are a-part of methods: courses
, “itaught by college professors. However, classroom teachers usually evaluute
‘the:students’ performance in the-field:experience. Occasionally, students 2
. \also evaluate their.own performarice, ) z
" Acreview of the literature, incluging-a recent ERIC search, révéaled very
- few studies pertaining to the simultaneous evalyation of préservice teachers’ >
| performance by-college supervisors, supervising teachers, content
specialists,-and the students théinsélvcs,,(Ha)t,tic,.’Olphcx:g;-&. Cole, 1982;
 Ivvine, 1988; Wheelér & Rnoop, 1982). In addition, 1982-82 issues of IRA's
= Summary of Investigations Related to Reeding coatain no siudies specifically -

1 l{llCo the evaluation of field experiences in reading methods courses.

W.,m i, Richardson,.and Sefzik (1985) corapared supervising teacher
[_mggqumdchme&rwhgwﬂckggata;yiguéehgeaching:

e
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competency areas, the student teachers evaluated themselves more hxghly 7
than their supervising teachers.

Irvine (1983) investigated “the. relauomhnp ‘between preservice: nnd
supervisory teachers’ reports of. preservxce teachers' classroom-behavior é
after completion of a specific training_program. dengned,lo facnlm\te £ [
assessment skills and collegxalkrelatnomhnps (p- 25): Usmg Georgu s
Teacher Performance Assessment Instruments (TPAI), the presemce and
supervising teachers evaluated the presemce teachers” pcrformance in 14 2
competency areas. The findings mdncated that “preseryice teacher: self- 4
ratings of their performance moderately agree with the independent ratings: @
of theis  supervising teachers” (p. 30). 3

Wheeler-and Knoop (1982) studied “the appraisal of student teaching,
performance 'among academic supervisors, field supervisors, and self-
ratings” (p. 178). The findings indicated that the evaluations of. the college» :
and field supervisors correlated highly, but preservice teachers ratéd.
theinselves significantly higher in most categones than their supertisors. .

Evaluatmg student performance in reading is important because it helps i
to improve student proficiency in effective use of readmg strategies, -
Evaluating student performance also helps-determine consistency between ™ :
what is taught in the reading methods course and what the field supervisors.
and reading teachers expect. Therefore, the purpose of this study was:to.;
compare the evaluations of junior and senior preservice teachers, -,
supervising teachers and reading specialists who observed student
performance using a modification of the Directed Reading-Thinking.
Activity (DRTA). In addition, the study investigated whether theré was a !
difference between the evaluations of primary and intermediate supermmg: 3
teachers, :

METHOD w3
Four groups of subjects participated in the study. The first group consisted” "
of 12 elementary naducation juniors who had just completed a-methods:
course in reading. The second group of students was made up of 18
elementary education seniors who had completed student teaching.. -
Thirteen supervising teachers (seven from the primary grades and six from
the intermediate grades) composed the third group. The fourth group -
contained 28 reading specialists, all of whom had master’s degrees. All ©
students attended the same college, the teachers and specialists were- -
employed by the school districts in which the students had their field
experiences and student teaching assignments.
The instrument used to: ‘valuate student pcrformance consisted of nine
catexzones, three of which related to teachmg in general (closure, follow-up ~
ty, classroom management) and six that directly pertainad to the.”,
fication of the DRTA (introduction to lesson, vocabulary development,
readmg for aLpurp.;e,_d;tcusnon,nadmg.tunppor_t.pmdmnons._and__\
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quemomng) Coitent validity of the instrument was verified by a:team-of -
-reading experts. e e

A \ndeotape was-made of a stiident teacher usmg the. modlﬁcanon of the
: DR’I’A with'a group of fifth-grade students. 1t-was shown .on separate

ozcasions to.each group of sub_)ects ‘who completed' the evaluation. forti by by
rating the student’s performance in each category-using a Likert scale with.
10 as oulstandmg and 1 as “needs improvement.” Comments were-alsg

written under each category indicating strengths and weakneucs.

\ Analyses of variance (ANOVAs) were conducted across.tae four groups. ’:‘ '
. for each competency and for the global score, foliowed by Tukey post hoc . &

tests, where appropriate. In addition. ¢ tests were performed to determine
©  differences between the primary and intermediate supervising teachers for
:*- each variable.and for the global score.

' RESULTS
Descriptive data and results of the ANOVAs are presented in Table 1.

’%
1

Significant differences occurred across the four groups for each of the nine

competencies and the global score. Tukey post hoc analyses revealed that:

. the reading specialists conslstently rated the student’s performance ,*
signifirantly lower on all competencies and the global scoré. Few significant

differences occurred among the other groups. The means of the juniors
were significantly lower than the means of the seniors for the variables of
“introduction to the lesson” and “classroom management.” In addition, the

means of the supervising teachers were significantly lower than those of the

seniors for the variables of “closure” and “follow-up activity.”

Descriptive data and ¢ tests for the primary and intermediate grade
supervising teachers are reported in Table 2. In each case there were no
significant differences between the evaluations of the primary and
intermediate grade supervising teachers.

DISCUSSION

The results of this study indicate that preservice teacher ratings of student
performance on the modification of the DRTA compare favorably with
those of their supervising teachers. There was agreement among the
Jjuniors, seniors, and supervising teachers for each of the six competencies
that directly pertain to the modification of the DRTA. In addition, the
primary and intermediate grade supervising teachers evaluated the
students’ performance in a similar manner.

The reading specialists, however, rated the student’s performance
significantly lower than the other groups on all competencies and the global

O and they were more variable in their ratings. One reason might be
]: RJC nature of their training in a specialized field, the reading specialists
ZL more knowledgeable and critical in evaluatmg performance In

i
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Vocahulary development .
X 7475 7.61 7.00 8.67
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$ - short, they may have higher expectations.and standards: Supervising
" téachérs, who work on a regular basis with juniors and senior, maybenore, ¢
cognizant-of a beginning teacher’s ability. It may. also beé: that:supervising s 3
teachers tend to be sympathetic to shident teachers and therefore may ok,
evaluate them as rigorously. ’ -5

‘The findings of this study have.implications fortévqlngtil‘l'gfﬁ.‘e'!g}f
" experiences in reading methods courses. There was compatibility betweéns,
TABLE 2 =

v

* ‘Mesns, Standard Deviations, and ¢ Tests for Primary and Interniediate: . -1
. .-Supérvising Teachets of Student Performance Using the DRTA in Nine E

Primary  Intenmediate = ;

Competency area (N=7) (N=6) tvalue 2 ji
¢ Introduction to lesson -4
- - X 8.00 8.16 ~0.50 NS &
. SD 115 0.75 .
. Vocabulery development s
E X : 6.71 7.33 -0.77 NS
. D L70 103 >
¢  Reading fora purpose w
r X 8.71 8.50 0.43 NS 4
;- .SD- 0.75 1.04 :
:  Discussion s -
X 757 8.16 -1.66 NS *
.S 0.78 0.40 T
~  Reading to support predictions 5

X 8.57 7.83 2.06 NS -
. D 0.53 0.75
. Questioning :
- X 714 7.66 -0.63 NS -
= SD 1.86 0.81 .

Closure .
X 7.00 7.00 0.00 NS

SD 057 0.89 '

Foliow-up activity

X 7.28 733 ~0.11 Ns
. SD 0.95 0.51 S
E Classroom management s
X 8.42 733 1.42 NS
E‘ SD 1.27 1.40
;7" core :
; | 6942 5y 6935 005 N5 T,
E < 5.99 4.63 ]




§ _ continuum. .
Finally, videotapes of student performance can be valuable mstrucuant: )
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{ student teachers and supervising teachers with regard:co expectations for
§ < performance using :the-DRTA. Students should have. n:ore confidence in

3 themevaluatmns as their evaluations were similar to both primary and.
. intertnediate grade supervising teachers. Future research needs-to be © 3

conducted to explore differences in the reading: specialists’ eyaluations:.

‘Such inquiry may. also offer the- begmmngs of a developmental scoring . \
system with expectations for preservicé teachers-at some-point on B )

_ tools: In subsequent methods courses the professor, after- lecturmg ohnut
. and demo‘xstrating a teaching strategy, could use videotape with current
students to evaluate their understanding of each competency. The
discussion that follows each step.enables the professor to assess students’
knowledge and, when necessary, reteach before field placements.
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Early Reading:Assessment and'l‘l‘e*géhé'x‘:; ,
Decision-Making Practices in Kindergarten

CAROL A. HGDGES -
Buffalo State College '

A veriety of national early childhood associations mamtams that the preuure
to achieve high scores-on standardized tests has resulted in ¢hanges in the -
. content of kindergarten programs (Bredckamp, 1986; International Readitig:
-~ Association, 1986; Moyer, Egertson, & Isenberg, 1987; ‘National Association.
. for the. Education of Young Childrea, 1988). These. changes, often in the’ |
form of increased demands for traditional “academic” content, do riot attcnd
+ to children's social, emotional, and intellectual devclopmcnt. At the ‘szme”
time, reading researchers claim that reading assescrent'in general has not
kept pace with advances in reading research, theory, and-practice (Edelsky & B
. Harman, 1988; Squu*es, 1987; Teale, 1984; Valencia & Peéarson, 1986). In‘the.
- case of early literacy instruction, many: reading theorists dnd researchers.
advocate an emergent literacy perspective. This approach emphasizes whole E
to part:processing through an integration of reading, writing, listening, and
spcakmg
If itis true that pressures to achieve high scores on. standardized tests can:-
influence classroom curriculum and instructional dccmom, lhcn what'
pressures do current tests of “reading readiness” or.early literacy exert? Do
*“ @ provide information for teacher decision making that u
]: KC pmcntally approprutc for young children? Do thcy reflect:advances .
s vy and research in early literacy instruction? Or do they lead to skilly
M@Mﬂe;ﬂuhﬂdh@mﬁi&mﬂnﬁm
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tools be reliable prediztors of achievement in early and later literacy? This
 pwer attempts to‘answer these questions by presenting an analysis of items on
L - rent readiness and other carly reading tests, by reporting interviews with
teachers and others about their use of test results, and by reporting

¢ -comparisons of teacher classification of pupils based on teachers’ classroom

g’ -observations with students’ stanine scores on a conventional early reading test. -

CURRENT EARLY READING ASSESSMENT TOOLS-

Six standardized reading readiness and tests of early reading ability were
analyzed (Clymer & Barrstt, 1988; Farr, Prescott, Balow, & Hogan, 1986;
MacGinitie, 1978; Madden, Gardner, & Collins, 1982 Nurss & McGauvran,.
1986). An examination of these tests shows that auditory and visual
discrimination, grapheme/phoneme correspondences, letter recognition,
listening comprehension, word meaning, visual-motor coordination, and .
sentenice meaning appear to be importunt factors in tests of early (K.5-1.9)-
reading ability, A summary of test components is displayed in Table 1.
When-tasks for assessing these skills are analyzed; it is easy to agree with
Kenneth Goodman's comment that, *Unfortunately;most standardized tests
. of reading and writing focus strongiy on isolated skills and werds, If they use
¢ connected texts, these are often-short, disjointed, and deliberately obscure
~ to-make them harder” (1986, p. 42). The examples provided below
" represent many that were discovered through test item analysis,
i Letter recognition was assessed in one test in such a decontextualized
N\ ‘manner that any relationship to “real” reading is unclear. In a subtest
“entitled Recognizing Letters, the children are asked to “Put your finger on
the picture of the spoon. In the box next to the spoen, find the letter
Draw a line through ¢ the letter c.” This type of item does not represent a
real reading situadon; moreover, it could easily confuse children. Each item
in this section is preceded by a picture of something to help children keep
their places on the page. The pictures are not particularly confusing, but in
some cases the first letter in the word representing the picture is one of the
letter choices, albeit incorrect. Th~¢ is, the place-keeping picture is a spoon,
‘the letter asked for is a ¢, and the choices are n, s, ¢, 4, and ¢ Might a
youngster logically match the picture of the sp>on with the letter s instead
of the letter @

Another subtest, called visual discriminatior.,, consists of items in which
the student is to match two boxes that contain the same thing. Of the 10 |
items in this part of the subtest, only 2 require the children to match real  *
words; the others ask them to match numerals, symbols, or parts of words.
Again, the relationship of such a task to a real reading situation is difficult

T T

~,

w

1

N T L UL PP ORIt T

'y a

<
Sy en

N »
Y a g gy W N e

<y

Q
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phonics. Very little assessment is provided for other word identification. ..

techniques, and even comprehension of words and sentences is assessed in a i

similarly isolated manner.

At best, such tests provide global information about how well children -
can do tasks, such as identifying ..etters or matching words, compared to: >
other similar children. But what kind of instructional decision-making ¢ datz *

-
does a stanine of 6 or a percentile rank of 66 prov:(‘e for classroom

teachers? It is.difficult, if not impossible, to make daily. mstrucuoti 1

decisions based on these kinds of test results. Since these tasks:aré:not 5

directly related to the act of reading, they do not ailow one to observe:how:-
well an individual child understands what the reading process-is all about-- ~
when viewed from an emergent iiteracy perspective. Teachers need answers . |

to more meaningful questions, such as:

Is the child able to gain meaning from print in the environment?
Does the child understand the purposes and functions of reading?
Does the child know how to handle a book?

¢ Which conventions of print does the child understand?

OTHER ASSESSMENT OPTIONS

The importance of a teacher’s knowledge of a child’s language awareness has

lead to the formal development and publication of several tests of this -

construct. Three of these tests, the Linguistic Awareness in Reading Readiness
Test (LARR; Downing, Ayers, & Schaeffer, 1983), the Concepts About Print test
(CAP; Clay, 1972, 1979, 1985), and the Test of Early Reading Ability (TERA;

Reid, Hersko, & Hammill, 1981), assess the child in various print-related e

situations and measure aspects of early reading behavior that are more .

connected to the actual process of reading than the abilities assessed in
traditional reading readiness tests. Examples of these real reading behaviors
are the child's awareness of the purpose of reading, awareness of what-one
Jdoes when he or she reads, knowledge of how to handle a book, and
awareness of other print conventions.

However, critics (Day & Day, 1986; Hall, 1287) point out that the

structure of parts of the tests appears to interfere with the child’s ability to
express the knowledge being assessed. For instance, in one subtest of the
LARR, the student is asked to circle the person who is reading. One choice,

a picture of a person writing, is an incorrect answer. But do we not read as

we write? A close inspection of items on the other tests reveals similar
problems. Such tests are not likely to reveal a child’s true linguistic ability.
Any formal standardized test can only assess selected parts of the totai
bchavmrs needed for reading and writing and may miss important skills and

EKC pts children do possess, thereby severely limiting the teacher’s ability

“<e important daily instructional decisions.
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TUSE OF ASSESSMENT RESULTS FROM CURRENT TESTS

- Despite the fact that current early reading tests may not measure the skills
.. and concepts important from-an emergent literacy perspective, tests are
increasingly becoming a part of the kindergarten child’s life. As part of the
. -current study, kindergarten and first-grade-teachers from a medium-sized
 suburban school district in western New York were interviewed to determine
.- how they used the spring kindergarten test results. Teachers said that the
" readiness test results were typically useless for making instructional or
. .placement decisions about their emérgent literacy-based programs ‘for three
major reasons. First, they did not receive test results until the summer
months, after school was already closed. Second, they believed that the tests

did not provide information about many of the emergent literacy concepts-

and skills of interest to them. Third, because their reading instruction -did
“not include wor .books, teachers believed that students were at a
disadvantage when they took the tests, since they'd had little pracuce with
the types of skills that are necessary to do well.
These kindergarten teachers administered the assessment device becara:
the school district administration required it. But they resented the tirae i:
. took away from instruction as well as the stress it caused some of; their.
students. Kindergarten students, who were accustomed to interaction-and
teamwork in their everyday classroom work, could not understand why they
were now told that they could not help one another. In addition, even
though the students were told that they were not expected to know every

answer, some of these young test takers ended th. test very frustrated-(a few'

in tears) because they were not able to answer every question.

When the first-grade teachers in the school were interviewed about their
use of the spring kindergarten test results, they reported that they preferred
to base their initial instructional decisions on two other sources. One was
information from the placement cards that kindergarten teachers filled out
for the students. Information on each card included the child’s rank (high,
middle, or low) in reading/writing ability, letters that the student could
recognize, the grapheme/phoneme correspondences evident in writing
samples, and the way in which the student reacted to print in the classroom.
The other source of information favored over the test results was first-grade
teachers’ own observations during the first few weeks of school.

These first-grade teachers believed that standardized tests given four
months earlier could hardly provide useful results in light of the fact that
children grow and learn so rapidly at this age. They believed that the danger
of misdiagnosis or mislabeling might be greater for these children than at
any other stage in their academic development. While some teachers shared
test results with parents at the first parent-teacher conference in early
*" " Yer, they did so because it had “always been done and the parents
EMC to expect it,” not because the teachers believed that the tests
ez | anything important about the chjldrglﬁ
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.

The school principal also made little use of the test results when placing
kindergarten students in first-grade classrooms. She prefcrred to. usé: ;
information ‘from the placement cards-and to spéak with the kindergarten: -
teachers about any children who appeared to.have specxal problems. She-

. did check the test scores to note students who scored-in the lowest thrce
stanines. She believed that low scores raised a “red flag” suggésting the. need ]
for further diagnosis. ‘i

According to the principal, the one person who did appear to make some -';
limited use of the test results was the school district supenntendent, who. .
used a summary of the kindergarten test results, along with 'summaries. of X
test results from all other grades, when he wrote his annual Comprehensxve
Assessment Re  rt (CAR). These CAR reports are required of each school: < ;
in New York and are used as the basis for identifying “low—performmg" * :
sc! .ols. Thus, the only sabstantive use of the test results in the school
district in question seems . o be for a state-level accountability purpose.

COMPARING OBSERVATIONAL RANKINGS WITH TEST RESULTS

The kindergarten teachers responsible for these seven heterogeneously
grouped classrooms used observation of their 136 students throughout the
school year as an assessment tool that provided valuable information for -
daily instructional decision malung as well as for their year-end reports.:For
the purpose of this study, prior to administering the standardized test in
carly May, teachers placed their pupils into three groups, high, middle, and E
low, based on the perceived early literacy ability. According to teachers’
reports, these placements were based on the children’s:

ability to handle books

knowledge of how print works

attitude toward books and reading

recognition of letters of the alphabet

knowledge of grapheme/phoneme correspondences

use of invented spelling in writing

ability to listen to and comprchend stories

ability to read independently.

Also included as one of the variables was the more global concept of
maturity, which teachers reported to consist of the child’s ability to follow
directions and to stay with a task for some period of time. The test that the
students took purported to assess students’ skills in auditory d.scrimination,
grapheme/phoneme correspondence, decoding, and comprehension.

A comparison of these ability groupings with standardized test scores

""" 1 asignificant relationship between teachers’ judgments and students’

EKC core stanines, (F [14,111] = 12, p < .01). The degree of relationship
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. 'between the teacher groupings and the stanine scores was computed by

‘using the Pearson product-moment c~rrelation coefficient. Correlations for
.the seven classes ranged from 0.57 to 0.87 (p <.01). A correlation of 0.72 (p-
<.01) was found over all teachers. Results of these analyses are presented in
Tables 2 and 3. !

The coefficient of determination (12 for the entire set of classroom ~
groupings is 6.52. Thus, approximately 50% of the-variation between the .:
teacher groupings and the total test scores appears to be due to some -
common factors; the teachers and the test are tapping different factors. for. -
thz other 48%. This is not surprising, because the teachers. rcported
utilizing the youngsters’ knowledge of a variety of skills, concepts, and L
attitudes (including their ability to use phonics skills) to make their
judgments, while the test concentrated almost solely on phonics-and
phonics-related skills.

One interpretation of the results of these statistical ests is that the
kindergarten teachers’ judgments, taken as a whole, predic the test results
very well. More important, perhaps, is that predictions made on the basis of
teacher judgment are unobtrusive and nonthreatening to kindergarten
students. In addition, the judgments based on observation can be used .
immediately to make instructional and placement decisions.

TABLE 2
Nested Placement within Teacher and Total SRA Test Score

Source of variation Ss DF MS F Sig. of F

Within cells 110.74 111 1.00
Placement within teacher 177.17 14 12.65 12.68 <0.01

TABLE 3
Pearson Correlation Coefficients for Placement
with Total Score over All Teachers and for Each Class

Total SRA score
All teachers’ placements 0.72*
Classroom 1 0.61*
Classroom 2 0.86*
Classroom 3 0.72*
Classroom 4 0.87*
Classroom 5 0.85*
Classrocom 6 0.72%
Q  Classroom 7 0.57*
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The rather iarge differences among teachers” correlations with the total.. 4
test scores suggest that some teachers (e.g., teachers 2, 4, and 5) may-be
using criteria.quite similar. to the test while others (e.g., teachers 1.and 7)
may-be vsing criteria quite different from the test, If the ‘test’s: content..
validity is questionable, then judgments from teachers with the fower
correlations may ultimately prove to have the best predictive validity, if:the %
criterion to be predicted.is, for example, the ability.to get mearning from.a* 3
textin third grade. Therefore, some predictive validity studies are béing |
undertaken to compare teacher judgments over a three-year span. ’

" «CONCLUSION

Ap analysis of nine readiness arid' early reading tests indicates that they do.
not provide adequate assessment of skills and concepts deemed important’
from an emergent literacy perspective. Failures are due to lack of focus on
relevant skills and concepts or inherent design problems. In addition, such .
tests, administered late in the school year, do not provide useful information - ;
for instructional or placement decisions either in the youngsters’ current ors ‘;
next classrooms. In fact, the only-use of the test results in some school
districts is to satisfy state accountability requirements. 1

Alternative assessment procedures need to be found. Perhaps systematic
observation, performed by responsible teac! ers who have a knowledge of -
reading and writing processes, -the developmental learning process, and.
ubservational and record-keeping procedures and analysis may prove to. \3
represent a useful alternative to standardized testing for assessing growth .
and development in early literacy.
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Process of Change in Teachers’ Beliefs,
Attitudes, and Concerns
During a Series of Whole Language
Reading and Writing Workshops
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Whole language has been gaxmng momentum and making 2 major impact oni
the teaching of readmg and writing throughout the 80s (Tunnell & Jacobs,
1989). This change in literacy instruction has prompted many teachers-who-
use.drdditional types of reading instruction to seek iformation about whole
language theory and practice. Whole language instruction is based: on’
research and theory of language development:and processes mcludmg
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research on reading and writing (Goodman, 1986). This model adheres to.
the belief that reading is an interactive process involving both the reader and. . $

~*‘sbi!§ﬁ%«'%{i‘}ﬂ

the text and influenced by context (Anderson, 1977; Goodman, 1986;

Rosenblatt, 1938, 1978; Rumelhart, 1985).

A's teachers seek to discover what whole langvage is, now it u" ¥
implemented, and why it is successful, many encounter uissonance because:
whole language requires teachers to look at learmng from a different
theoretical framework and to change their roles in the classroom (Nelson,.
1990). It is theréforc critical to examine those factors that promote and’
facilitate change in teachers’ attitudes and beliefs. Research indicates that .
several key factors seem to influence teachers’ role change: (1) the-

innovation must be perceived as effective and must fit into teachers’ existing
instructional frameworks (Lewis, 1087); (2) when téachers perceived an
mnovatxon to be successful and personally gratifying and satisfying, they,

nore likely to continue attempting to change (Spector, 1984); and -(8)

l: KC hers perceived that the innovation had'a positive impact on students’
__“atutudes and achxevement they were € more likely to continue using_it_.

. —
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(Morris, 1985). Showers (1985) contends that instructors and staff

. - developers-are more effective in promoting change when they coach.
~ ‘because “coaching develops the shared language and set of common:
. understandings necessary for the collegial study of new knowledge and

p3 "’i‘

: . this study participated in a series of four whole language reading and =

AKX BN

L Survey prepared by Cart Rosen; PhiDs; Kent State University:

skills” (p. 44).

Thus, data that provide information about teachers’ change in beliefs,
attitudes, and concerns related to literacy instruction and the factors
affecting those changes are critical for planning teacher development

programs. This study describes the changes in 31 teachers’ beliefs, attitudes,. .

and-concerns related to a whole language reading program. The teachers in

writing workshops. Three questions guided the,study: (1) How do teachers'

7‘ beliefs, attitudes and concerns change during a series of whole language

workshops? (2) What factors affect facilitation of teacher change? and,.(ss
How do those factors affect their change?

DATA SOURCES

This study focused on 31 elementary through middle school teachers
ranging in teaching experience from 3 to 27 years. Teachers represented
eight school districts that ranged from small city to urban schools. About
one-third of the teachers worked with childran with special. needs, two were
supervisors, and the rest were classrcom teachers.

o+

The 16-hour workshop was offered in response to a county-wide needs . !

assessment. The workshop was presented in fourhour sessions over a four-
week period in the spring. The researchers co-taught the four sessions.
Teachers volunteered to take the workshop. Some of the ideas and activities
presented in the workshop were the writing process, word sorts, invented
spelling and stages of spelling development, big books and shared reading,
DRTA, DLTA, LEA, reading process demonstrations, semantic mapping, and
ways to use children's li’“rature. Strategies used in workshop presentations
were modeling, demonstrations and samples, experiential learning, small

grop interactions (brzinstorming, discussing, sharing, common problem .

jolving), storytelling, and a panel discussion with other practitioners.
Presentations were charactericed by a variety of experiences and hands-on
learning. Examples of children’s writing products, visual aids,
transparencies, children’s trade books, teacher source books, and handouts
were some of the materials used.

Data for the study were gathered from pre- and postsurveys about reading
beliefs,! pre- and postsurveys of concerns, and informants’ written learning
logs. Teachers’ concerns were surveyed through an open-ended statement in
response to the question, “When you think about whole language/literature-

O :ading instruction and the writing process, what are your concerns?”
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© " magnitude of shifls occurred in the word identification category. Teachers’

). formal instruction and, equally important, they believed that students share
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Volunteers kept learningclogs in which they reflected on.their reactions:to

' , :the workshops and their own learning. The yesearchers collaborated in®
“"reducing the data by identifying themes and patterns that emérged.in .

informants’ logs andsurvey;concerns; changes in-the ‘beliefs about reading.

survey were analyzed statistically. *
FINDINGS 7
‘Beliefs about Reading 6%

Teachers complete:} a beliefs about reading survey at thc'ﬁrst worksiop
session and again-at the final session. The-survey consisted of 25.:statements:
designed to reveal how teachers viewed the reading process. Pre- and Q
postresponses were analyzed to determine changes in teachers’ beliefs’
Survey statements were sorted into categories: word identification, *:
comprehension, and instructional practice. Major shifts (10% or more) in
beliefs were identified in each category. The most significant number and’ =
beliefs about teaching word recognition moved from a traditional view that ~
emphasizes phonics and skill-and-drill instruction to a whole language view "
that focuses on the use or context clues and students’ prior knowledge in
order to read for meaning. Specifically noteworthy was an 87% increase '
(from 8% to 95%) in the number of teachérs agreeing with the statement -
“Children shoufd be encouraged to guess when atteading to an unfamiliar .
word in a story.” Another shift to a whole language orié;tatinn:vas indicated:
in increased disagreement with three traditional statements emphasizing |
rules of phonics (from 54% to 90%), sight word ¢rills (from 42% to'84%),
and wor~attack skills (from 42% to 79%) as necessary for word
identificav.un. .

Teachers' perceptions of their roles in reading instruction and selection
of materials was the second category in which major belief changes were
observed. Teachers' beliefs shifted toward a more child-centered
orientation, characteristic of 2 whole language view of reading. For instanfe,

*95% of 'the teachers agracd at the end of thé workshop (an 18% increa).

that *Finding the right book for the right child at the right time is as
important as teaching the reading skills correctly.” In the postsurvey, 100%
of the teachers indicated they believed a child could learn to read without

in the responsibility for learning to read: (from 50% tv 53%). Fewer teachers
disagreed (from 34% to 21%) with one tradition..” statement: “The best way
to help all pupils learn to read is to find bette. materials-to use to teach
re:lxding." Although seemingly inconsistent with change toward a whole
lqc«:agc perspective, teachers’ responses may have reflected the workshop

. iz 'a5is on the selection and utilizztion of quality childzen's literature. J

The comprehension category contiined stataments déaling with fluency—=
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category. Responses indicated that teachers already viewed comprchenslon

" from a “top-down” perspective. For example, 100% (an.ificrease of 4%) of

teachers disagreed with the statement “If every word is accurately
pronounced, the story will be understood.”

In summary, some revealing changes in teachers’ beliefs became evident.
Presurvey results indicated teachers already held some whole language
beli<fs 2bout comprehension, although responses about word identification
. revealed a more traditional orientation. Postsurvey results showed a shift in
- -emphasis to contextual word identification and child-centered instruction,
both characteristics of a whole language perspective. These results indicat:
a considerable shift in beliefs conucerning critical th=oretical orientatirns
related to teachers’ and students’ roles and reading instruction.

Teachers’ Attitudes ahout Whole Language

In the early log entries, teachers indicated a positive attitude toward whole
language and their ability to implement certain components with their own
students. The following words were used repeatedly to define how they felt:
comfortable, excited, motivated, enjoyed, and interested. One teacher wrote that
she was still “undecided,” while another reported: “I'm sold on whole
languzg<-and I'm hungry for ideas, ideas, ideas!” Others wrote: “I am
i~ comfortablt. with risk-taking experiences” and “I was motivated to take this
course because I realize that drilling, basals and grading have very litile to
do with clildren's learning to read.” Another wrote “[Real, meaningful

. -writing acivities] sure make those workshects and drill sheets impractical,

senseless. I'd feel guiiiy passing them out.”

However, in late * log entries, teachers expressed frustration: “I came
home from class overwhelmed and frustrated. I can understand the
strategies...my problem is I don't understand how they fit into the
classroom structure schedule.” “What's frustrating for me right now, is that
we have received wonderful looking handouts and I feel the need to read all
of tnem and categorize all of them with my reference materials.”
Frustrations secemed to stem from how to implement and manage
compouents of a whole language reading program within a prescribed time
frame.

Overall, postworkshop attitudes about the whole language workshop
sessions were positive and uplifting; the words most commonly used to
express their attitude were I enjoyed. Aspects of the workshop teachers
expressed as cnjoying the most were stimulating and informative class
sessions, story writing and journal writing, and sharing with cther teachers.

Observing consequences of learning with students and self seemed to be
. factors affecting potitive attitudes that in turn affected teachers’ decisions
to use certain components in their own classrooms. Log entries and
~=~3" op discussions revealed that teachers who actually implemented
]: KC the strategies that were modeled in the workshop vere excited and
g about their students’ responses..
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Teachers’ Concerns

. . Understanding the dynamics of the change proces. is cr.tical in meeting
teachers’ needs and concerns. The Concerns-Based Adoption Model (CBAM)
(Hali, 1979; Hord, Rutherford, Haling-Austin & Hall, 1987) provides a

.model that can be used 2s a dizgnostic tool-for determining individual °
‘concerns. The seven stages of CBAM range from awareness to refocusing: (l)
. awareness (individual is not concerned about the-innovation), . (2)

informational (individual wants to know-more about charactcnsucs of the

" innovation and how it relates to his/her own interests), (3) person.g

(individual is concerned about her/his role and conflict with anticipatéd

, demands of the innovation), (4) management (individual is concernéd about -}
-organizing and managing time and.about making the mnovauon run - -
- smoothly), (5) consequence (individual is concerned about:how studentsare
- responding to the innovaticn), (6) collaboration (individual is concerned

about cooperatmg with others regarding the innovation), and (7) refocusing:

*.(individual is concerned with how to make the innovation even more
" effective by changing parts of it that may be perceived as weak). As

individuals progvess over time in using an innovaticn, they-may go through

. several of the CBAM stages. The CBAM framework was used to categorize
. teachers’ concerns about whole language teaching and learning.  *

Concerns expressed at the beginning and end of the workshop were
analyzed for themes and patterns. Preworkshop concerns mainly fell into

. the information, management, and personal stages of CBAM. Teachers were

concerned about whether students would “get skills,” such as vocabulary and
language structure. Although they questioned the necessity of skills in
basals, they still feared that a “shot-gun” approach would prevail and that

_ not all scope and sequence skills would be “covered.” Teachers wanted more

information.

Management concerns focused on not having enough time to do
extended projects or to read all the information. In addition, teachers
reported wanting to have step-by-step directions and “how-to” information
concerning the writing process, evaluating whole language, and integrating
basals and literature.

Personal concerns most often expressed included “not knowing enough”
and concern about “doing it right.” In addition, teachers reported fear of
17t having district support with materials, adult-help, and administrative

¢ ‘backing. Reporting to pzrents was also considered difficult.

Information, management, and personal concerns we~e also expressed at
the conclusion of the workshop. Information needs inc, ied reclarification
of some aspects of whole language instruction. For example, one teacher

- Wrote:

@ Ibjectof teaching the prirary grades which I mentioned before, I understand

f [ KC- are suges or levels of correcting students’ invented spellings, but what are

o o8 and how would you recommend thcy be used?
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/ Of management.concerns, time was still considered 2 major constraint.
Teachers vanted to read all the materials and to assimilate and incorporate
them into their éxisting schedules. Teachers also wanted. to know how to
evaluate whole language, how tc integrate basals and whole language, and.

o more specific details of these management activities..

: Personal concerns centered on their roles based on new knowledge: "I
think after listening:to all of you talk about writing-these last few weeks that :
I have been too critical.” Many also felt concern about leaving the workshop
support system.

. Some teachers were ready to adapt the innovauon to meet their own.
needs. For example, one teacher wrote: “I'd like to change or adjust some
aspects.” Another teachicz expressed it this way: “I'm bothered about the
term publishing, as it sounds contrived. Can't we say, ‘We'll get it ready to
share”?”

As teachers gained information avout whole language, used components. .
in their classrooms, and observed the consequences of these changes, their
concerns secmed to cluster around management issues and personal
concerns. Once they had gained some information and tried some activitics,
they wanted to kniow how to evaluate, initiate, and integrate basals and
whole language. Throughout the workshop, teachers reported feeling -
frustrated by time constraints that inhibited them from implementing new
strategies in their classrooms while maintaining present curricula.
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Factors Affecting Change

In his book, Diffusion of Innovation, Rogers (1983) states that from half to
nearly all of the variance in the rate of adoption of an innovation depends’
on five factors: {1) the type of innovation decision, (%) the communication - -
channels, (3) the nature of the social system (norms, degrcc of fi‘
interconnectedness, etc.), (4) the perceived attributes of the innovation, and”™
(5) the extent of the change agents’ promotion efforts. These factors, too,
were used to underscand teachers’ change process throughout the workshop
For these tewchers, tl.e decision to learn about the innovation was
personal and voluntary. As indicated above, many teachers expressed that
. they were already motivated to seek information about whole language
... before they came to the - orkshop. In addition, workshop participation was
" voluntary. i
Communication channels (Roge:s, 1983) that involve face-to-face :
exchange between two individuals “are more effective in persuading an |
individual to adopt a new idea, especially:if the the interpersonal channels
link two or more individuals who are peers” (p. 18). These conclusions are -
similar to Showers’ (1985) results relating to peer coaching. The resource .
O "'nator who facilitated establishing the workshop also ¢nrolled in the -
]: [Clop as a participant and interacted with teachers as a peer. Thus, he

a:ted formal and informal com:nunication channels. ;
Fa W I




R . U

“

-~

" Changs in Teachers® Balisfs, Attitudes, and Concerns During a Series of Workshops 59

Workshop presenters wers also perceived to be “homophilous,” that is,
the “degree to which pairs of individuals who interact are similar in certain
attributes, such as beliefs, education, social status and the like” (Rogers,

1988, p. 18). Workshop instructors were ciementary teachers and doctoral
students majoring in reading. In addition, teachers-indicated in their logs.
-that the theory and practices presented in the workshop were supported by
_other authorities thehad heard, read, or seen. )

Mass communication channels such as published materials also scemed:

'to be another avenue from which teachers sought information about the
. innovation. Thus, the interpersonal commapication employed inside and
. outside the workshop sessions supported teachers’ change process.

The common nature of the social system also facilitated the change
process. As noted earlier, participants had common needs, concerns, and

. goals. In her log, one teacher expressed her feelings about the common

nature of the group this way:

; Tomorrow is our last day of class and I realize what I am going to miss the mct is the

sharing of ideas, the stimulation of sitting in 2 room filled with teachers willing to take a
risk to be better teachers, to have more fun with their children.. . This course, its
teachers, the class have been a support and an encouragement to me while I sort out
and begin to employ whole language techniques.

The relative advantages, compatibility with needs and beliefs, degree of

- -complexity, trizlability, and observability are also attributes influencing

innovation adoption (Rogers, 1983). Teachers’ ideas aba 't the attributes of

. whole language strongly affected their change process. Although some
_ ‘teachers reported knowing about whole language before they came to the

workshop, many learned new advantages. A teacher expressed the advantages
this way in her log: “This experience has shown me that journal writing can
really producr some good stuff. ..." Mest teachers found the whole language

> philosophy very compatible with their needs and beliefs, For example, one

teacher wrote in her log: “It makes sense to expose them to ‘real’ books,
their own language, and allow them to participate in ‘real’ meaningful
writing activities.” Still another teacher wrote:

The information about invented spelling is fascinating. This is an area I'd like to learn

i more...the journals you showed are wonderfull...Now I can sec many more

applications than just a diary-type journal. I do plan to implement some of these journal

| strategies.

The perceived complexity of whole language instruction seemed to be an
initial concern for some of the teachers, but during the workshop most
found teaching reading and writing based on a whole language philosophy
was not so hard after all. One teacher “ rote: “It wasr’t that hard....I'll try

' it.” Another wrote:

LA X Y

@ Hout the process approach to writing was valuable. I have tended to focus oo
mechaxical errors when discussing students’ writing with them. I'm looking
-3 learning more about peer editing next week. I'm going to do this with my
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——of thewhole languase workshop—

workshop, listening and participating, .. .I decided to try [an-.ctivity] out

" implementation of nevly learned stsategies.
The final w.ttribute affecting change, observability, was aljo evident in*
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Trialability (*I' can do this on a limited basis®) was also evident.in: ‘
teachers’ logs and in writing samples teachers brought in from their.own_,.

students. One wrote “What really scemed to hit home was that Lfc:(lﬁ:l need-
to do a lot more modeling with kids.” Another wrote,. ‘After the first

cn my first graders.” She went on to.describe in- great, detail how she

implemented it. Teachers were also potsitive in their self-reports of

teachers’ logs. This entry is an example:
I was thrilled to get my first note of several sentences from one of my jow ability kids:

Last week's workshop session dealt with DRTA. I really enjoy using it with my kids:... I -

even noticed the kids using the'technique. While Jerry was reading % s friind, he asked,
*What do you think? Let’s find out®

The fifth and final factor that affects the rate of adoption of an.
innovation is the extent of the change agsits’ promotional efforts. The .

instructors were perceived as credible, expert sources of information.
Because they were fellow practitioners, they shared .common identity and:

point of view with teachers. Participants characterized the instructors as:

having “enthusiasm” and “sincerity” and as giving “encouragement.” One

teacher wrote: “They were good!” The instructors proinoted the adoption of
a whole language philosophy in the warkshop session by modeling and.
demonstrating a variety of strategies and ideas. According to teachers’ legs, -

most teachers tried out many of the ideas presented in the workshop; others
brought actual students’ products to share with the rest of the class. One
teacher expressed it this way:

It’s 50 simulating to:be with teachers who shared a os *amon philosophy-and who 2re
trying creative approaches to reading and writing. I'.are wisk:-that there-were area

suppork groups. Nothing exists at our school. I'm alone in a group of eachers who wish - °

that the lir a for the Xerox inachine were endless, _
Participants’ logs, supported by verbal feedback, indicated six major
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factors that teachers found to be most effective in facilitating their change;}
processes: the ideas and activities presented; characteristics of the workshop -

presenters; practical application and information; teaching strategies used
by the presenters, namely modeling; characteristics of the presentations and
techniques used; and raaterials used.

SUMMARY AND IMPLICATIONS

Several key factors, both cognitive and affective, emerged as important in
affecting teachers’ change process. Because teachers were able to actually
nazsicipate in strategies as learners, share expericnces and reflections with
[ER | use components anu observe consequences, and experiment with
tions, their beliefs, attitudes, and concerns changed during the course
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Pre- and postworkshop surveys of beliefs and coucerns, teachers’ logs,
and workshop discussions during the fourweek workshop revealed evident
shifts in how teachers perceived their roles and their students’ roles in
-reading-and writing programs. The disparity between the beliefs about word
. identification and comprehension at the beginning of the workshop
“~ narrowed, and belief and practice became more congruent. For instance,
most of the teachers already viewed comprehension from a whole language
perspective; however, word identification became more contextually focused
. and less skill based as indicated in the postworkshop survey. Information
from teachers’ logs and workshop discussions supported these shifts.

Teachers’ concerns were influenced by their belief systems; by their
feelings and knowledge about whole language, reading, and writing; by
their perceptions of their ability to be whole language-teachers; and by the
support and assistance they received from the teacher/ceaches and peers in
the social learning environment of the workshop sessions.

Results indicate that as teachers became informed and knowledgeable
about whole language, their beliefs about the reading process shifted and

their attitudes became more positive about whole language practices.

However, management concerns aad concerns about having district support
became major issues for the teachers. In order for long-term individual
change to be effective, support systems within schools and school districts
need to be established (Brandt, 1987; Dudney, 1987; Hord & Hall, 1987;

McLaughlin, 1987; Showers, 1985). Enlightening teachers-and- providing -

information that encourages change in Leliefs and attitudes will create
greater dissonance for teachers if their expressed concerns about district
support are not met.

Staff developers who are sensitive to individual teacher’s affective and
cognitive structures and <oncerns will be more helpful if they address those
specific needs rather than just providing inservice without long-term and
on-going support systems (Nelson, 1988). Teachers who participated in this
workshop went back to districts where administrators had neither officially
accepted whole language theories nor established support systems. Teachers
and administrators need to be aware that individual change requires
support systems and that the change process itself will take time.
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% Research indicates substantial contradictions between what reading ¥
-educators want content area teachers to practice and what actually occurs in L
the classrooms (Ratekin, Simpson, Alvermann, & Dishner, 1985; Smxth &:
Feathers, 1988a). While some content teachers may have simply decided. that
content rexding practices are not worthwhile, others may have deemed such. -
practices worthwhile but not a par: of their role (Gee & Forrester, 1988). In
other cases, the instructional practices of the teachers may not accurately. . o~
reflect their intent (Smith & Feathers, 1983b)- ¥o: many content teachers, "{»
as witk, teachers of developmental reading (Duffy, 198%), u underlying
profe,sional and environmental constraint: may inhibit accepting-or
implementing what may have otherwise been iacluded in their pedagogy
(e.g., Bean & Wilson, 1981; Davey, 1988; O'Brien, 1988). All in all,
knowledge about content reading practices m=y not necessarily lead to
actual implementation and, conversely, usage may not ensure understandmg
and ability.

While contradictions such as those mentioned above seem generally well
documented, numerous questions about the dynamics of such refationships
remain open to investigation. With these concerns in mind, our purpose for
the present study was to identify high- and low-ranked instructivnal practices -
and subsequently to explore the nature of relationships between -what
- content teachers perceive as their ability to use reading practices and their | f

EKC ived implementation of the same practices. Additionaliy, we studied -
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» RESULTS

how particular background factors, such as experience, content specialty, P
and training relate to particuiar inconsistencies. .
g

METHOD

For this investigation, 129 secondary teachers ir a large, Mid-Atlantic school. " :
district completed a questionnaire in which they provided pertinént *
background inforination and rated their frequency of use and their
perceived ability to use 25 instructional practices. (Seé¢ Appendix; see also. .
Shannon, 1984, for a description of the instrument adapted for this study.) -
The scale of usage and ability ranged from 0 to 10, with 0 indicating never’ !
for usage or cannot-do it for ability and 1 indicating always for usage or can
do it very well for ability. 4
First, we calculated the mezas for all items and determined a ranked
ordsr of practices of ability and usage. In addition, we calculated frequency.-
tables to determine relationships between usage and ability. We ”also,:l;
analyzed the relationships between the following background factors und
usage and ability: years of experience in teaching, gender, total time spent:
in personal reading outside of school, whether the teacher enjoyed reading,
time spent reading professional journals, whether the teacher had a content:
area reading methods class, degree attainment, and content area taught.
These background factors were also employed in frequency table
calculations. Data analyses have been limited to descriptive statistics.

AT eaa Ty

Population Profile

The teachers surveyed in this study had taught for an overall average of 11
years, with an average experience of 7.1 years in their present content area.
Teaching experience ranged from 1 to 35 years. The bachelor’s degree was
the highest attained degree for 57 percent of the teachers. Forty percent
had completed master’s-level training, and the remaining teachers had
earned specialist degrees or doctorates. The sample comprised 57 percent :
females. T

The largest number of teachers, one quarter of our sample, taught English.
Next, in order of content area taught, were physical education or health;
math; science; social studies, art, or music; and home economics or shop.
Fewer than half (43%) of the teachers had taken a course in content area.
reading instruction. We also asked the teachers to note their personal reading
habits and to rate their personal enjoyment of reading. While 84% reported.
that they enjoyed reading and 9% reported they enjoyed it a lot, 7% indicated;
that they did not enjoy reading. Overall, teachers reported an average of nine
hours per week spent in reading activities outside of classroom tasks. These

Q es included reading newspapers, magazines; novels, nonfiction
ERIC, professional journals, and miscellaneous materials.
— l L)
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- gencrally believed thau they possessed some ability to:perform deslgnated .

Instructional Practices

Overall, the teachers reported a usage mean of 5.9; which indicates that, in: "’j‘,
.general, teachers utilize’tne 25.activities somewhat. The~overall average.for
"ability was 6.2, a score consistent with usage, and indicating ‘that u:achers)' =

OIS SURE

activities,

Usage Ratinge

Teachers reported usmg some practices more than others (see Table 1).
The five areas receiving the highest overall ratings were (1) encouraging -
reading as a valuable method to gather information; (2) asking_ factual :
recall questions; (3) asking questions involving interpretation of . }
information; (4) providing necessary background, motivation, and”
information for reading assignments; and (5)-encouraging: continuali-
questioning on all levels during reading assignments. The-five least used- -
practices were (1) applying readability formulas, (2) using a form to analyze-
textbook appropriateness, (3) distinguishing remedial reading from.. !
resource reading, (4) articulating a school-wide responsibility for using. *
reading in content areas, and (5) previding specific reading study strategies
for contentarea reading. :

-
AN PR S s EEe

Ability Ratings
Teachers also reported on their ability to perform the identified practices. >,
The highest .ated items ranged from 6.8 to 7.4 and included (1) -asking

factual recall questions; (2) asking questions involving interpreting *:
information; (8) reading extensively in areas of interest and sharing

experiences with students; (4) providing reading opportunities for students; - ;
(5) providing necessary background, proper motivation, and related’*;

information for all reading assignments; and (6) preparing efficient study 1
guides, set. of questions,.~.c structured overviews for reading assngnmenis' |
The first two ablllty items were also included in the top five usage items. The 1

T

bottom five areas in ability were (1) applying readability formulas, (2) using
a form to analyze textbook appropriateness, (3) using informal measures to
assess students reading levels, (4) articulating a school-wide responsibility
for using reading in content areas, and (5) identifying the related roles of -
reading specialists and content area teachers. The first, second, and fourth
lowest items were ranked in identical positions for usage.

Usage-Ability Relationships

We fur#*-: investigated usage-ability relationships and asked, in particular,
" @ pecific background factors might affect such rel~aonships where (1)
]:K was ra.ed as greater than ability and (2} ability was rated as’ greater

Y SN et e
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Practices Racked High and Low g
‘ Average rating .
Highest for usage : fé

. Edicouraping reading as a valuable method to gather informatien 78 3
~ Asking factual recall questions 7.4 0 5

: -Asking questions involving interpreting information 7.1 .
: -Providing necessary background, motivation, and information for reading . . 3
' as‘guments A
-Encouraging continual questioning 70 &%
A Lowest for sige ?
« ‘Applying readability formulas 30 i
.. Using a form to analyze textbook appropriateness 82 - o
. Distinguishing remedial reading from resnurce reading 5.2 N
‘  Articulating a schoolwide responsibility for using reading in content areas 5.2 .
“Providing speuific reading study stratcgies for content area reading 5.3 o
Highest for ability N
o Asking factual recall questions 74
- __ Asking questions involving interpreting information 7.2
g “'Rea-ling extznsively in areac of interest and sharing experiences with students 7.2 2
' Providing reading opportunities for students 6.8
%‘ Providing necessary background, proper motivation, and relatedi. .smation }
1 for all reading assignments 6.8 5‘1‘
' Preparing efficient study guides, sews of questions, or structured overviews i
‘ for reading assignments 6.8: 31
E Lowest for ability ' “21
' Applying readability formulas 38 .
. Using a form to analyze textbook appropriateness 4.1 i
: -Using informal measures to assess students’ reading levels 5.1 .o
~ Articulating a schoolwide responsibility for using reading in content areas 5.1 ;1
Identifying the related roles of reading specialists and content area teachers %5 !
}
:
E

:
;
:
3
3
1
3
..
-
4
3
3
:

. :the two kinds of inconsistencies(U>A and A>U) are found in Table 2.

than usage To conduct this exploration, we calculated the following
frequencies for each of the 25 items: th~ percentage of teachers who rated
_ usage greater than ability (U>A); the percentage of teachers who rated ability

1
-greater than usage (A>U); and the percentage of t 3 wko rated usage 1
- equal to ability (U=A). The five ites with the highest frequaencies for cach of ]
4
|

Neztwe looked at the relatic (ships between these categories of responses - -

;:’ y . . . . . . * :
% al: i Caer profile variables, using cither mtactfdemfographui categories, .
- 8 K render or content specialty, or filzslated averages, ior relevant :
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TABLEZ
~Iteinx Ranked High for UsA and ASU ..
\ Percentage of ¥
teacherswith: 3
‘Practice inconsistency. %
~N Items with highest ASU o
' “Using a'form te~2nalyze textbook appropxigv,n&s 31 -
Using read:bility formulas 30
Preparing efficient study guide, sets 6 questions or structured
. overviews for reading assignments 21
Using iaxformal medsures to assess students' reading e wls. 16
Teaching context or structure clue to aid in reading ditficult vocabulary 15
o ] Itemi with highest U>A

Encouraging reading 22 a valuable method of information fathering 27

Having alternative materials on curricular topics, on all reading levels
available for student use 20

. .Stating specific purpose for reading 19

Providing necessary background, proper. motivation, and related
information for all reading assignments 18

Using informal measures to assess students’ reading level 18

. background variables. Because of low numbers for some ;response options,,

the variable concerning personal enjoyment of reading was dropped: from
further analyses. Likewise, instructional content areas included were

- reduced to English, science, math, and physical education/health.

The five items with greatest U>A relationship had an average
inconsistency of 20.4%. This means that, on the average, §9.4% of ali the
teachers in the survey reported usage greater than ability.. Conversely, an:
average of 22.6% of the teachers rated ability greater than .asage (A>U) on
items with the greatest A>SU discrepancy. As we looked ‘closer at particular
teacher characteristics, we uncovered some interesting relationships.

While degree earned did not seem tg relate to these reported ratings,
other background variables did. The males in this study reportzd a higher

rate of U>A and A>U inconsistencies thaii did the females. Methods training. .
also.appeared to affect the usage-ability relationship. Teachers who had . -
taken a course in methods for conteat area reading had a lower percentage.

of U>A relationships and 2 higher percentage of A>U relationships.

Teachers who reported-belovs average personal reading time -also had.a- -
greater rating of U>A than did teachers-who spent more than-average time -

O __de personal reading. Differences between these two groups were less:

icin ASU. .
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SU>A diid A>U Incorisistencies Related to Backgtoind Factors on Targeted Items

Fac,or Percentage Pércenuge™
on targsted UsA items  onrargeted ASU jiems s
E  Bachelor 20.2 284
k¢ Master 21.6 '23.0
. Gender
Female 12.6 202
E ‘Male 25.2 274
ik Contentreading methods course .
Had 19.0 248
Did not have 28.6 J6.5: .
Amountof time spentin
- personal reading
Above average 14.0 228
-Below avre 228 20.0

.- Amountof ti. spentin personal
> Yeadiug of professional journals

Above average 18,5 204
Below average 20.0 258.
: Years of *~aching experience
" Above avérage 20.0 214
Below average 20.2 26.6
> Instructional areas
. English 18.0 18.0
4 Science 20.0 26.6
Math 10.8 352
‘Physical/healtn education 12.2 35.0

Owerall awrages for targeted practices: U>A ltems, 20.4; ASU items, 22.6
2 S
Teachers of English and science had a higher rate of U>A than did .
teachers of math and physical/health education. This percentage was still. ..
. below the average for all teachers, however. Conversely, math and
. physical/health education teachers rated ability over usage to a much -
. greater degree than did the English and science teachers-and to-a greater
¢ degree than did other teachers in.general.. Results also indicated a higher
. “ ASU rating for science teachers than English teachers.
To sum, teacher ratings for ability and usage varied across content:
- reading practices. Furthermore, background factors influenced
' relationships between ability and usage.

2

s,

-DISCUSSION

(.9 __zsults showed that the surveyed teachers repcvced some ability with
aE identified practices. The only two items with an ovérall average of

i e e e bas %)




NN N EEEEE] - e Y - <
AN o ~ - [ e .

Contens Area Reading Practicss: Relationships of Teacker Uscge and Ability 69

less than five had to do with analyzing textual material for reading jevel and -
appropriateness. Reported leveis for using the 25 items and strategies were: e
somewhat jower than reported levels for ability. )

e e

r ‘High- and-Low-Rated Practices &

" _Higliest .ranked-items for both usage and ability: involved.instructional
>*aspects of content area reading. Low-ranked.items tended to inivolve
; assessment practices or aspects‘of role. Moreover, the item Fanked highest
: for usage had the largest degree- of inconsistency between the usage and.
| ability. Three of the five high-usage itemns had usage meanu greater than °
'+ ability. None of the lowest five items presented this particular-mconsistency, -

-, It appears that the more widely used the practice, th¢ léss commensurate

Ve e s

“the abiity to implement it. Do
.,  Perbaps this pattern indicates teschexs lacking some skill to use an
- ‘instructional practice but generally recognizing its value. Also, high utility
‘practices might otherwise outpace skills of implementation. More
* imponantly, because these widely used (top-ranked) instructional practices
‘deal-with-questioning, activating prior knowledge, and monitoring one’s
reading through self-questioning, we see a danger in this pattesn. Content
processing tnay not occur if ability to implement these practices is lacking.

Another concern emerged regarding other low-ranked usage and.ability
items. An unfortunate trend dealt with student ability to interac , with
; appropriat level text. Three low-ranked items detailzd the following: (1)
. using readability formulas, (2).using a form tc analyze text appropriateness,
~ and (3) assessing student reading levels. Faculty reported having little
knowledge o1 se of aasessments for texts or students’ reading levels, leaving
us to question the textual demands made upon students. Are students. _ |
overwhelmed by texts or not challenged? The mismatches that can result
- between reader and text suggest reading specialist intervention. However,

the practice of identifying the role of the reading specialist in content areas
¢ isanother area in which teachers report relatively low ability.

g ey
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Inconsistencies and Teacher Background

We noted nearly double the percentage of inconsistencies for male teachers.
These inconsistencies raise the following questions: (1) Were there differing
criteria for the males in this study to-become secondary teachers? (2) Did
inales come to be content area teachers through different channels than did
. the females? (3) Does the instruction of m. =8 in our institutions of higher
. “learning differ from femaless (4) Are the c. ...ent areas that report greatest
inconsistencies (i.e., math, science, and physical/health education)
' predominantly male and therefore subsumed under content area
|

Lt

differences?
: O _sistencies also surfaced according to content area. English and
sk MC eachers rated usage over ability to a greater degree than did math

5 JAFuiext provided by ERIC ‘:
; ; iyl
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-#ad physical/health education teachers. This may be due to unusually low -

usage ratings by math and physxcal/health education teachers.

We also noted greater inconsistencies of usage over ability for teachers
who spent less than average time on outside personal reading. Pcrhapl
those teachers who read mere have a better ability- to employ rcadmg

practices they themselves apply. .

Having had a content reading methods course also-seemed rcl“atqoi‘:o]
inconsistencies. Teachers who had not had a course tended to have in_6te= O

inconsistencies ol U>A than did teachers wit6 had had a course. T

teachers who hid a cour;e had a higher rate of ASU. Perhaps teachers who "n
'ack training may still attempt to implemcnt commonly valiicd practices. At

«ne same time, training may enhance-ability or at least knowledge about’
practices but not necessarily foster usage.

Implications

These fir.dings confirm what others have pointed out about content area
reading practices. Some teachers do not use or are not able to use practices
identified in content area reading instruction. Ability may not match usage,

especially for high utility items. Further, several factors may influence ?

inconsistencies of ability and-usage.
Instructional monitoring and assessment should include indices of both

¥

usage and ability. Supervisors and teachers alike should be aware of this ..

interpiay and of the eifects of other factors, such as training in content area
methods, particula: subject matser taught, and personal attitudes and habits
conceraing reading.

Despite the marked inconsistencies reported here, an important and
favorable assumption may be that the teachers do recognize the value of.

2

X

these practices even though they may lack appropnate skil!'so perform some:

of them. In addition, honesty in recognizing lack of zbility or usage may

indicate the potential for improvement with effective trammg Our findings |
appear to support'the importance of pres rvice as well as inservice training

in content reading methodelogy and processes. Such training, if it is to be
effective, will need to be geared to individual and/or content-needs.

Vo
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. APPENDIX
" PRACTICES INCLUDED FOR RATTNG

1. Using readability formulas
2. Using a form to analyze textbook appropriateness
3. Using informal measures to assess students’ reading levels
4. Having alternative materials on curricular topic, on all reading
levels, available for student use
5. Encouraging reading as a valuable method of information gathering
€ Stating specific purposes for reading
7. Teaching context or structure clues to aid in reading difficult
vocabulary
8. Providing necessary background, proper motivation, and related
information for all reading assignments )
. 9. Providing specific reading/study strategies for reading different
; materials in different content areas
* 10. Encouraging continual questioning on all levels of comprel.2nsion )
for students during reading ’
2 11. Preparing efficient study guides, sets of questions, or structured '
4 Q views for reading assignmierts
- E MC 1g questions that involve factual recall 74 0
\ A ruText provided by Eric
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18. Asking questions that involve interpretation of information

14. Asking questions that require thinking on the levels of evaluation,
-synthesis, application, and creative awareness

15. Questioning socratically (inductively, gradually arriving at
generalizations)

16. Ensuring that students on all reading levels have basic understandings
needed for further learning

17. Providing rreading opportunities for students (e.g., allowing time,
providing resources, developing related bulletin boards)

18. Reading extensively in areas of interest and sharing experiences with
students

19. Distinguishing remedial reading from resource reading in content
areas

*20. Articulating a school-wide responsitlity for using reading in all

content areas

21. Identifying reading/study skill priorities for a given tontent area

22. Accepting responsibility for teaching the reading/study skills
priorities for a given content area

23. Accepting responsibility to improve all students’ reading ability

24. Nentifying the related roles of reading specialists and content area
teachers

25. Identifying resources that provide information on instructional
practice related to the use of reading in the content areas
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National Accreditation and its Effect on the
Literacy Professionals:
The Making of a Profession

MADLYN L. HANES
The Pennsylpania State University—Delaware County Campus

JACK CASSIDY
Millersollle University

The decade of the eighties saw a tremendous increase in efforts to
professionalize all aspects of teacher educztion. State departments of
education or state legislatures sought to strengthen state standards for
licensure, generally by adding some kind of test for initial licensure in a
field " the national level, both the National Board of Teaching Standards
and Holmes Group advocated the addition uf a new credentialing
précedure—certification. Although this term had been used synonymously
with licensure. for years, it was now being used quite differently: as the
‘process by which practicing professional associations could certify members
who showed high degrees of proficiency in a given field.

While both certification and licensure refer to procedures used to guarantee
the’indivi-lual educator, nationc! « creditation and state program approval refer
to processes used to ensure the quality of instructional programs designed
to prepare educators for their professional roles. At the state level, the
approval process is the responsibility of state departments of education
(Cassidy & Seminoff, 1988; Rowls & Hanes, 1985). Generally, to obtain state
approval. an institution must prepare a self-study that is read by a review
téam prior to visiting the campus of the institution. Although evaluation
processes differ, all focus on the programs that prepare educators for the
licensure areas in that particular state. Thus, for instance, an institution’s
gra"~ts ~rogram in gifted education will not be reviewed by the state team
\unlE MC particular state licenses teachers of the gifted.

" iz eld of education, national accreditation of a given institution has

NoT




nadhin SR

74 CHALLENGES IN READING

Educaticn (NCATE). Since national accreditation is voluntary, many
institutions that prepare educators (particularly the smaller private
institutions) do not opt for this recognition. Nevertheless, about 84%% of the
teachers in the United States do graduate from NCATE-accredited coileges
and universities (Cassidy & Seminoff, 1988).

In the carly eighties, NCATE, along with many other  acational
agencies, was severely criticized (Wheeler, 1980) on a nufl...r of issues

including the composition of the visiting teams, vagueness of standards, and

an emphasis on whether tasks or functions are merely performed, rather
than whether they are performed well. These criticisms and a general
climate for educational reform led to changes in the NCATE process
(Gollnick & Kunkel, 1986). Many of these changes have implications for the
literacy professional.

The discussion that follows identifies critical changes brought about the
redesign of the national accreditation process {i.e., NCATE) and the
implications for such changes on the reading, English, and language arts
professoriate and professional preparation programs. Beyond the impact of
nati:  al accreditation, this paper coacludes with a discussion of additional
initiatives for “professionalizing” the broader education and literacy
professions and of the role that professional associations may play in
reshaping and reassuring the future.

These discussivns are timely, set against the backdrop of renewed interest
in teaching as a viable profession, the currentand cc  "aued projections of
thortagzs in the teaching work force, and the natior. iteracy crisis, all of
which may soon redefine traditional public education.. The opportunities
have never been greater, nor has the nationai demand.

IMPACT ON THE LITERACY PROFESSIONAIL.

Of changes reflected in the NCATE redesign, three warrant discussion to
appreciate their full impact on the literacy professional. The first change
involves " >mpliance with institutional and curricula preconditions that
precede formal NCATE evaluation. The second establishes expectations for
students entering the professional program and its culminating clinical
teaching experience, and the third sets expectations for the teaching loads
of faculty whose major responsibilities are assigned to reading, English, and
language arts programs or courses. These changes collectively may have
positive effects on curriculum quality and program milestones and or the
professional environment of the faculty who deliver the curriculum.

Precondition 8 8 2

O " the changes brought abuat by NCATE redesign was the delineation
E MC mber of preconditions that must be met before an institution zan be
“C¥Eid3 ed. Perhaps the most well-known among literacy professionals in

beet. conducted Ly the National Council for the Accreditation of Teacher
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‘higher education is Precondition 8, which stipulates that the school or
department of education “submit a curriculum portfolio (report) for each |
program for which there are NCATE-approved guidelines.” The IRA
| ‘Guidelines for the Specialized Preparation of Reading Professionals (1986) was
approved by NCATE in 1987 and thus, institutions preparing reading
;. specialists, reading supervisors, and elementary teachers now submit folios :
. to IRA delineating how their programs meet IRA’s-guidelines. NCTE’s;,
_ _Guidelines-for the Preparation of Teachers of English Language Arts (1986) was.
. also approved by NCATE in 1987; thus, institutions that prepare secondary -
. English teachers must submit folios to NCTE for review. While most
{ " organizations have had guidelines for the preparation of professionals in
their respective disciplines, the affi’;ation with NCATE ensured that, for the

¢ first time in some cases, attention weuld be paid to these standards.

The fciio preparation and review process .ormalizes the-ties between
accreditation and the professional association and, ultimately, its
professional membership. It is entircly dependent on and governed by peer
review. The process serves as an impetus for selfstudy. Folio review is a time
for the professoriate to examine the “fit” between institutional curricuium

" standards and those endorsed by IRA and NCTE, which were developed
. -themselves through peer consensus (Hanes, 1988). Prior to the redesign of
. NCATE, program colleagues may have had little o- no “in-depth”
" involvement in the selfstudy. Precondition 8 places thc responsibitity where
it shou'd be—in the hands of those who deliver instruction, design.
curricu'um, and can make necessary changes. The latter is an academic
legacy of long standing. The folio is reviewed by a team of professional
peers from IRA or NCTE. Professional ownership of the self-study and
review by association peers legitimize the process and, in the spirit of
professionalism, offset the labor involved in preparing the folio.

:
K
:
:

.

Program Milestoues

* The NCATE redesign has influenced the literacy professional and
. enhanced the profession in other ways. Endorsed criteria for admission to
- the professional program and for time spent in clinical teaching
experiences are more selective ard rigorous. NCATE standards dealing
* with students stipulate, in part, tha. all students be assessed in several ways
before entering the professional education program: tests of basic skills,
recommendations, biographical information, ana the successful
completion of college/university course work with a2 minimum grade point
average of 2.5. These eatrance requirements are intended to ensure a pool
of quality students for teacher education programs. NCATE standards
dealing with the institution’s “relationship to the world of practice”
stipulzte that .he student teaching experience be a full-day responsibility
O ast 10 weeks, thus-helping to ensure that prospective teachers have

. ERICe practical experience. > 82
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_through self-imposition, "have instituted such milestones, For example, ;

NCATE's articulation.with states cannot (nor is it intended 20) prevent somé - |
good will and collaperation..For example, NCATE will review only programs

:;"]: MCNsverthelcss,, some siate legislatures. (e.g., Texas, California, New:

Aruitoxt provided by Eic:
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Emerging from these and other institutional criteria are: distinctive *.
program milestones that define expectations at critical Jjunctures—admission
to the professional program, admission to and exit from student teaching. - }
Students must meet the requirements of these milestones-io progress in the :
program. Many programs, either in response to_state.prescriptions or

programs'in states that conduct induction-year performance assessments -
have opted to administer similar assessments as exit requirements for the
student teaching semester. Such practices may counter the tradition of .:
grade inflatiun, particularly ir clinical practica; moreover, they align the -
preparatory programs.with the real expectations of the induction year and, . -
consequently, safeguard the success of the graduates. :

[

Faculty Teaching Loads

The new standards grouped under the faculty categery in NCATE’z redesign
also promise some positive impact on the literacy professional. The most. "
heraldea statement is probably: “The teaching load of undergraduaté .
faculty is no more than the equivalent of 12 semester hours; the teaching |
load of graduate faculty is no more than the equivalent of 9 semester .-
hours.” Many faculty see these standards as 2 means to help restrict undue
teaching responsibilities; such restricticn may allow faculty to more easily . |
fulfill responsibilities in the areas of scholarship and service. :

ar,

BEYOND THE LIMITS OF NATIONAL ACCREDITATION

NCATE’s national accreditation process cannot fight professional battles on - :
all fronts. The formal inclusion of professional associations. in the
accreditation process through the precondition folio-review enforces
profession-! say-so in both defining and reviewing the curriculum. There
are obviou limitztions, however, the principal one being that NCATE review .
is restricted to programs that prepare professionals for the school setting -
(K-12). Association guidelines go further than this. IRA, for example,
defines roles beyond the school setting (e.g., Role 9, reading
coordinator/supervisor) and prescribes academic study in reading for allied !
professionals (e.g., special education teachers, administrators). IRA’s
Guidelines will not be used per se in NCATE reviews of programs that prepare
these allied professionals. Instead, the approved guidelines of the affiliate
associations of these education professions are primary, and the use of IRA -
Guidelines is no more than advisory,

Statz and local practices sometimes run counter to national etforts; -

G wse ey oy o

of these practices. By design, the national acereditation proress is built on

O *d by-state Jevel procezses; the latter is a precondition of national-

Ly




Mamammwmwummwmmmw 77

Jersey and Virginia)! have set limits on professional and pedagogical course
work for «cademic preparation toward initial licensure and have regulated
loan incentive programs for students entering professional programs._(e.g.,-.-
South Carolina.and Pennsylvania). Such decisions bypass both-the
accredited standing of academic programs and the profession. Local hiring
and staffing practices may also bypas: professional guidelines. These matters
¢ lie ouiside the sanctioning domain and purview of national accrediting
* bodies.

Many states are encouraging NCATE accreditation for their teacher
education programs, but state-mandated ceilings in favor of contentspecific :
or liberal arts emphases for prospective teachiers testify to their waning faith. "
in the education professions to adequately prepare th= next generation of
teachers and other school personnel. Such actions challenge the riglhit of
academicians to govern themselves. Few, if any, other professions have met
with such opposition, intended or otherwise, especially in the academic
arena. )

To combat the national teaching shortage of a projected 1.5 million- ™ :
teachers to be rea:ized this decade (AASCU, 1986), several states have
. developed plans for teacher recruitment and programs to sustain inservice
- professionals, including bonus pay and improved salary schedules. State ‘
governments have passed major educational legislation that has allocated >
~esources and charged state dcpartments of educa®ion to sponsor loczl
'initiatives to promote teaching as a career. In states such-as South Carolina,
local districts, typically in partnership with area colleges and universities,
have organized teacher cadet programs targeted at academically competitive
high school students. Public awareness campaigns to disseminate
information about the positive aspecy; of teaching and student loan
programs for preservice teachers have been established to attract f-
academically competitive students into teacher preparation programs. The @
best student loan programs have stipulations that ensure the inclusion of
academically able minority *1dents and loan forgiveness for those who
prepare in designated critical needs subjects and/or gain employment. in
critical needs geographic areas. Such developments are promising, given the
broader demand for qualified committed teachers and the specific neeq for
a substantially greater number of minority teachers tc serve as role models  }
and commnity liaisons (Hanes, 1987). But heze too, the specific -
recruitment of literacy professionals has not been identified. The hard
sciences, mathematics, and even library science are cited ore oftsn:ae
“high ne~ds” subject areas.

Finally, state and local practices may permit certain school service
personnel without reading credentials (and often without initial state

Hn response to the recent Taxas legiatation tha* fimis professional course wuck to 18 credit
- hours, Including student teaching, NCATE Is considering. the possible withdrawal of its
% O ._on of programs in Texas state Institutions of higher education, z2nd with It,
; E MC 'y forits graduates who seek licensure In other states.
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licernsure) to administer reading programs. Teachers-without reading:

credentials may teach resource or remedial classes where major

5 responsibilities include the treatment of reading problemis. In such cases,

the school psychologist, learning disabilities teacher, or school counselor is
more-likely to plan and administer reading diagnoses and to recommend
instruction than a credentialed reading specialist. These are regular
occurrences at the local level, with no implications for the good stariding or
funding status of the schools that engage in them (Hanes, 1987). More

’ Aimportant, these practices thwart any logicel approach for dealing with the

literacy crisis in our schools and communities. and, in essence, work to
prevezni the profession from fulfilling its mission:

THE ROLE OF THE PROFESSIONAL ASSOCJATTON
The sole purpose of NCATE (1987) is “to requise a level of quality in

‘professional education that fosters competent practice of graduates, and to
~ encourage institutions to meet rigorous academic standards of excellence in

professional education” (p. 1). This statement provides public assurance
about accredited programs. When the magnitude of accreditation iz igriored
or disregarded, or its impact has limited reach, the programs and the
professionals they have prepared are compromised. Professional

“associations, inclding memberships az the state and loc.] levels, may-need. .
. to take actio1 for the sake of ihe profession. Two recent actions serve as
- examples. At its September 1989 boa d ineeting, the International Reading

Association approved the formztion of a new special interest group,
rofessionalizing Careers in Reading/Literacy jevelcpment. This group is
committed to keeping abreast of current issues in licensure, certification,

state program approval, and accredita..on. In addition, this group will.serve

as a proactive body to encourage I™ 4 io become more assertive in these and
related issues.

The American Association of Colleges of Teacher Education (AACTE)
also has reaffirmed its interest in national accreditation. At a recent board
meeting, members votzd not to support the pro-,osed plan of the National
Board of Teaching Standards because the National Board refusad to
consider graduation from an accredited institution as 3 prerequisite for
certification. These single efforts are the kinds of stances that back the
efficacy of national accreditation and further ¢he profession at large. For the

~ literacy professional, the agenda is already filled with initiatives to realign

and to reacquaint state and local governance with the reading and broader
literacy profession.

.
o
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ELIZABETH G. PRYOP.
Revere (OH) Schools

_ .found the key to set my first graders free to write their own ‘stories and
! more.

¢

" children’s inventéd spelling and explores what I learned about my firs¢
a graders’ uze of their*.. ,wledge about Ianguage and their natural.growth

. .natural development i writing are also described.
" RESEARCH .
s ‘Researchers-have found that even before children enter school, they have

{>in & supportive environment can alrcady write using:invented spelling:
"7 O 1980; Chomsky, 1971, 1979; Clay, 1975; Harste, Woodward, k:B“_l’ke'g
0 iF MC ad, 1971).-Chomsky and Clay found that young childcén learn to
. . ____._Sa :

* *My first graders are so full of stories! If only there were some way forthem -
© towrite,” T used to fantasize often, “...but they can’t spell.” My insistence on .
. “correct” spelling had long been a constraint on my students’ writing, yet. °
. ‘telling them kow to spell every word was also ou: of the question.. Then 1 -
; learned about.invented spelling, chiidren’s own “best guess” 2t spelling-
" based on what they know about language. When I learned:about this - -
- “hatural, developmental aspect of children’s-language growth, I: knew1-hag - 3

This paper briefly revicws‘wh’at\research.er'shave learned abouit youtg -

. through their invenled spelling in theii: é1ily dialogue journal writing, How:
. the use of invented spelling sets children:free to write and ways to foster this'

 ‘much knowledge about language, and many yoiing children who have been

| ’ . N
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F mc‘carly phonemic spelling of “I like to play.” Children. at this stage of N

90 o

7

CHALLENCXES IN READING

write before they learn to read and that children use what they already know' ..
about the written language to invent their own spellings. Read found that all
of the early readers in his study were also early writers who used invented. . ;
spellings to represent their written communications. Bissex and Harste et al.
further documented the earlier findings about children’s use of invented
»pelling by studying young children’s writing and spelling.

Many researchers have examined the developmental aspects of spelling .
growth in young children (e.g., Beers, 1980; Clarke, 1988; Gentry, 1984; °
Giacobbe, 1981; Henderson, 1981; Morris, 1980; Read, 1975; Waod, 1982). g
These and other researchers found that young children go through .
predictable, developmenal stages in learnirig standard spelling, particularly-
as their underlying concepts about words grow more sophisticated .
(Henderson & Beers, 1980; Hodges, 1982), and that childten usé certain.
spelling strategies (Chomsky, 1971; Holbrook, 1985; Read, 1971) thzt !
change as they progress through the spelling development stages.

STAGES OF INVENTED SPELLING

Temple, Nathan, Burris, and Temple (1988) have named the stages of *
invented spelling through which children naturally grow as Scribbling, “:
Prephonemic, Early Phonemic, Letter Name, Tressitivnal, and Correct. Spelling
ability develops through these stages of invention with a greater and more
sophisticated understanding of the relationship between written and spoken
language at each stage. Scribblirg is considered the first stage in beginning; " :
spelling. Here the child connects meaning to the marks on the page,. .:
indicating an understanding that such mz ks convey 2 message. For
example, a three-yzar old may scribble-on a-piece: of paper, show it to an - -,
adult, and say, “This says, ‘My name is Jack.’” ,
The next stage, Prephonemic, usually appears between the ages of three
and five and seems typical of many kindergartners. In this stage, children .-
can vrite the letters of the alphabet but have not yet connected letters and
sounds. A beginnirg first grader who was a prephonemic speller wrote in his "
journ.l, diupnpabe, which he translated as “It’s raining.” Children in the
Prephonemic stage often use illustrations to augment their written meseage..
They may alto have a difficult time remembering what they have written. Sor
example, one first grader wrote an entire page full of unspaced capital
letters and drew a picture of what appeared to be a party in her journal. She "~
Wwus initially unable to remember what she had written, but when I drew her
attention to her illustration, she recalled that she had written about her
brother’s birthday party. :
Many children enter first grade as Early Phonemic spellers who have
begun to make the connection between letters and sounds. They still have
difficulty segment’ag words into isolated sounds, however, often using one
~* &'~ letters to represent a whole word. For example, ILKTP was one «

3
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- spelling development still dc not have a firm concept of word (Clay, 1975),
. which is an early step in beginning reading (Henderson, 1981; Morris,
: 1980). This vague concept of word is often characterized by the absence of
. space between words in their writing. An example of a‘first grader’s Early
- -Phonemic spelling is “WrGNhHLwPtDWrhVLSvE” for “We’re gonna have a
i . Halloween party. We're having lots of fun.”

 >stabilizes. Some children will signal their new understanding by placing

- -€xample, one Letter Name speller wrote, “I,Can,t,Wet, Til. Girs,MiS.” (“I
i can’t wait ‘til Christmas.”) Letter Name spellers have also-developed the
 abiliiy to use vowels (although only as place holders) and to segment words
© into sounds. Often, the name of a letter (e.g., 1) is used for a word (e.g.,
-~ are). An example is found in-this journal entry: “Tere r lots of thengs to do
. on Hallodays. Tate is y I like Hallodays. Hallodays r the best thing.” Most
" young writers-grow through this stage of spelling development during first
" grade as they learn to read and are exposed to an increasing amount of
..print that stimulates their visual memory for spelling. Another characteristic
- of Letter Name spellers is-the use of letter H for the sounds /sh/ and /ch/.
. For example, Dan drew a picture of me, then captioned it witt. {his is the
 bast frist grad tehr.” (“This is the best first grade teacher.”)

:” By the end of first grade and into second grad=, if children are supported
; in their writing development, most reach the Transitional stage of spelling
. development. Here most easy words are spelled correctly and short vowels
< are used with increasing accuracy. Spelling becomes easy to read: “I have
,‘been haveing a gond time. Iv, been doing lot’s of thing’s. I went too Ceader
I” Point. Me and dad went on this water ride. We got sokin wei.”

o

- matches adult standards is usually reached by the end of third grade
. (Gentry, 1984). One first grader wrote in her journal in May, “My Dad has
; a wild cat. At night my Dad’s cat jump’s over my face and play’s with my
: feet. I like my Dad’s cat!” I found this child’s use of apostrophes typical-of
. emergent writers’ tendency to overgeneralize about new learnings. As they
+ learn new aspects of writing, they overuse the new learning, but only
. temporarily.

2
:.GROWTH IN SPELLING

. “Will they ever learn to spell correctly?” is a question often asked by teachers
© and parents concerned about the advisability of encouraging children to write
. with invented spelling. Researchers assure us that children do learn to spell
. With increasing accuracy when they have many opportunities to write in a
: suppurtive ervironment in which they are encouraged to trust their own
f‘k"“'tf"ge, take risks in writing, and write for ever-widening audiences
- (F MC Nevkirk, & Graves, 1985; Graves & Stuart, 1985; Wood, 1982).

IToxt Provided by ERI
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Armed with these assurances from researchers, I decided to have my first
graders virite daily-in journals and to closely observe their spelling .-
dev«;lcpment Their development is clearly documented and easily
examined in their journal writing. (All names are pseudonyms.) For ”3

~ example; on October 22, Laura wrot¢ 2 her journal: ;

1 ma BeaBfi Day to Bea Birfi I No the PPL kfi so I BtD it is fanto BetD Dal to Betd- <?
(I'm a beautiful butterfly. Do’ you like to be a beautiful butterfly? I know ﬁ]at :
people can't fly, so1 pretend Tt is fun to pretend. Do you like to pretend?) . (
Laura seems to be in transition t stveen the Early Phonemic (e.g., Dal for do -
you like ) and the Letter Name (e. g., PPL for ‘peopls) stages of’ spellmg

development at this time.

One day ir January Laura wrote:

I lik* Ranbos Tha aur Calrfl my my wow tah Hav a lot u CoF.oRS (I like rainbows,,
They are colorful. My, myl Wow! They have a lot of colorsl)

AlthorZii Taura still-has occasional- difficulty. getting the letters in the
cee.uCt druer, she seems %o have moved to the Letter Name stage (e.g:,5m
RanbOS for ruinbows). ky May, she seemed to be growing into the
Transitional stige (e.g., feeleing) as she wrote about her mom (recovermg ‘
from an operation):

My mom is fee.eing betr, I take good car av her. I rele like my mom. I love'you
inommy. You are cinde. Ples get betr mom beczs I wonto get on yor lap. ;

Laura’s _,oumal entriec clearly show how her spellmg developed natura’
during her nine months of writing in first grade, gaining in both accuracy :
and control. ]

Ray pelling development can also be seen in his jourral entries. He ¢
also expcncn‘,ed some difficulty gettm ; the letters in the right order as can
be seen in one of his October entries: “I like Hte sccqyos we med it is pyet" ;
(“I like the scarecrows we made. It is pretty.”) 4

Ray’s speech impedim- t is revealed in the word pretty that Ray !
pronounced “pwetty” an lled “pyet,” using the letter name y to-
represent the sound /w/. By jJanuary, Ray seemed to be grow:ng toward the
Transitional stage: *I wonder about whathe fewcher is gunna look like in the-
fewcher.” :

Clearly into the Trausitional and Correct stages, one day in May, Ray. !
wrote “I like my Journal. I like writing in it. Pluss I have of prooved; *
limproved] with everything.”

Like Laura, Ray’s spellitig development is obvious through- his- )ournal -
entries. He has-moved naturally through the stages of spelling jrowth,. :
gaining in accuracy and control of his use of the Ianguaue ?

Although Cindy used some vowels in her first journal entry, her. spdlmg
was clearly in the Early Phonemit stage (e.g., “AhFnfn” for “am having :
f"""\ “I AhFnfn mlfrisahfnabAb” (“I am having fun. My friend[‘s mom] is. ;‘

EKC'“’"“’” 92
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_ By January, however, Cindy had grown considerably as revealed in her
i -Letter Name (e.g., chicin for chicken) and Transmonal/Correct spelling: “My
,fafnt taste Is.2esa and chicin My fof~** nuBr Is six.”

‘By May, Cindy seemed to have reached adult standards in spelling
accuracy (although she still has more to learn regardmg the use of capital
letters): “I Like My Journal. It is nice. I Like to Read It.” Like her classmates”
writing, Cindy’s journal writing indicates her natural growth in spelling.

. The three students whose spelling development is documented here were .
¢ ,average students in this first-grade group. Although their rates and stages of
spelling development differed, I found that they all grew naturally in their
3 ablhty to spell with accuracy and control during their firct-grade experiences ::3
in journal writing.

[EEEARCE I i A 2 T e T

- HOW INVENTED SPELLING SETS CHILDREN FREE TO WRITE

. Invented spelling sets children free to write because they can write on any
, subject and use any words they know. For example, in their dialogue
- Journals my first.graders have used such words as JIMMASSTICXS .
(gymnastics), DRACKELU (Dracula), ESPCHLE (especially), AXULADER - -3
! (escalator), and CONGRAGALACHENS (congratulations), words that they «;
would have been unable to use had they been required to use standard
spelling.
~  Invented speiling sets children free to write more fluently (Clarke, 1988)
+ and to attend to their messages rather than to the mechanical aspects of
' writing (Graves & Stuart, 1985). They write on a wide variety of topics with a
' wide variety of words. For example, one of my first.graders wrote at
Christmastime about her brother who had leukemia:

{ .My brotheris naving a hard time. He has a dazese. It is verry hard on him. I-feel
. 3ad for him. I hate to see it like at a time like tize. I wishe he had nevr had a

dazese. Tate is the worst I evre seen. But I am glad hese home. He taxe pillse to
L help hime.

Children develop positive self-concepts as readers (Chomsky, 1979), as
authors (Calkins, 1986; Holbrook, 1983), and as language learners when
they are set free to explore, play with, and internalize language by inventing
their own spellings (Hansen et al., 1985). Furthermore, writing with
invented spelling also reinforc- . and expands children’s knowledge of
phonics and word recognition (Clarke, 1988).

HOW TO FOSTER INVENTED SPELLING

Graves and Stuart (1985) found that 90% of children believe they can write

when they first come to school. I decided to capitalize on that perception by

-encouraging writing daily, beginning the very first day of school (Calkins;

1986 Hansen et al,, 1985). Teachers set the tone of the classroom by what

not by what they say, so I frequently modeled every aspect of the

.vl: KC irocess. [ also developed ‘a respectful, accepting, nonjudgmental
: ey ¢
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attitude, and enjoyed-and responded to the cont:nt of children’s writing
rather than correcting “mistakes” (Ckomsky, 1971). For example, d
responded in writing to the content of the children’s journal entries by
modeling standard spelling and correct sentence structure, capifalization,
and punctuation. °

I tried to consider the children’s frame of reference without-imposing :
adult standards before the children were ready (rlodges, 1982; Holbrook, }
1983). However, I praised standard spellings whenever the' appeared, -
calling children’s attention to their increasing accuracy in spelling (and 4
other aspects of writing such as capitalization and punctuation) because. ;-
these approximations are signs of growth (Graves & Stuart, 1985). I 5
encouraged children to make their “best guess” in spelling, and left spelling
and writing decisions up to them since the writing belonged to them
(Chomsky, 1971). In our class, correction of spelling and other mechanics
of writing were reserved for the editing stage of the writing process -
(Calkins, 1986; Graves & Stuart, 1985).

I learned that the classroom environment can also foster growth in
spelling and writing development. I tried to provide for maay daily
opportunities for children to be actively involved in functional and
meaningful speaking, reading, writing, and listening experiences
(Anderson, 1985; Zatell, 1980). Our-classroom was.-replete with a wide
variety of printed materials (Wor d, 1982), such as books, magazines, ©
newspapers, signs, directions, instructicns, and so forth, to which children ..
had free access. The local public library was my most valuable source of
materials, ;

As Temple et al. (1988) suggested, I had boxes containing writing folders - :
(one for each child), other boxes .ad containers for a wide variety of
writing supplies, displays of student-authored . ooks, bulletin-boards
containing children’s writings, 2 typewriter or computer for final copies,: .
areas set aside for conferencing.and collaborating, and an author’s chair
where authors sit to share their final copies. I believe it was ultimately the
atmosphere of acceptance and respect that m.it fosiered my students’
willingness to take risks and play with language by inventing theit spelling.

Certain writing activities seem to foster spelling development. Daily
writing and language experience activities provide a variety of natural
opportunities for children to think about how words might be spelled, to
practice what they are learning about spelling and other aspects of writing,.
and to see spelling and writing modeled by the teacher (Gentry, 1984).
Word sorts in which words are put into categories or word families are also
helpful in fostering spelling growth (Beers, 1980; Gentry, 1984; Wood,
1982). Holbrook (1983) suggested other activities that encourage beginning
writers. These include writing with a partner, journal writing, reading aloud
to the children, and +  ing personal messages. Displaying and sharing -:
-children’s writing a. 'ms to foster its development, especially with
O .daudiences f. - writing (Calkins, 1986; Graves & Stuart, 1985;
IERICetal, 1985;Karr ~ Randazzo, 198§).

IToxt Provided by ERI
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SUMMARY

Invented spelling is a natural, developmental aspect of childre: °s language
growth. The first graders’ journal writing examined here indicates that
when they are in a conducive, literate environment where their
approximatior s are encouraged, accepted, and respected, children
confidently use what they know about languzge. Invented spellings are used
to write their stories and convey a varizty of meaningful messages for
responsive audiences. Furthermore, as the vhildren write daily in their
Jjournals, they grow through certain predictable stages in. normal spelling
development, use similar spelling strategies, and, over time, internalize
many standard spellings. Children are able to use a wide varicty of words to
write with fluency and confidence with their inveited spellings. A literate
classroom environment and daily writing activities can foster much growth
in writing, but the teacher’s beliefs, behaviors, and attitudes are even more
critical. Invented spelling does set children free to develop as writers and to
learn language the natural way.
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Reading fluency, the ability of readers to read quickly, accurately, and
effortlessly with good expression and phrasing, is viewed by many readmg
experts-to De essential for proficient readmg Ironically, however, readiiig. *
. fluency instruction is, more often than nat, a neglected part of. -many school -
~ reading programs (Allington, 1983; Anderson, 1981). The scépe-and”
sequencc charts of most basal reading programs, for example, and thé
rcaumg curriculum guides of most school systems give scant. attention: to the
issue of reading fluency development. '
Nevertheless, instructional research of the past 10 years has- xdenuﬁcdf
. several methods aimed at improving fluency that have the added cutcome of .
: . positively affecting overall reading performance. Despite the fact that: the »
~ ‘methods are appropriate for classroom and/or clinic use, few hav:’ found-_j
their way into actual instruction-on a regular bzsis and those that.ire
employed may not be used with the intention of improving ﬂuency
The purpose of this:paper, then, is to identify, describe, 2nd review the
. effectiveness of those methods and approaches that have been shown 5. -
" have promise for i 1mprovmg reading fluency. Although the methods and -
approaches are categorized into those most appropriatz for rhmcal settifigs: -
and those most appropriate for classroom reading:instruction, we. believé
© 'th some modification, the- m:thods and approaches to- ﬂuexrcy
]: MC ment described here can be made approprzatc and effective for both'
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- FLUENCY METHODS FOR THE CLINIC

- In ri:‘ading-'diri_ic situations, those readers who are nonfluent have read in a

they are placed in classroom texts that are too difficult (Gambrell, Wilson,.&

- -*be powerful interventions in. he reading clinic. This section will present an
- overall instructiona! framework of explaining and modeling fluency and then

repeated readings, echo reading, and chunking.

. Explatning and Modeling Flirent Reading

> Techniques vary for working with-remedial readers in a reading clinic setting;
¢ -and modeling fluent reading. First, the teacher talks about what-fluent

- Allington (1983) and Zutell (1988), the teacher explains that
Ef -Fluent Reading is —
* Reading in longer phrases with pauses representing meaningful thoughts. There

ure rome repetitions but these are used to correct phrasing and expression errors,
Genzrally, there is 2 good sense of expression and intonation.

Fluent Reading is not —

: - Reading word-by-word with numerous pauses. The reader paures to sound out

- words and repeats words and phrases to regain meaning. There is a lack of
- intonation and expression.

l

:
:
’

. This establishes the goal of the strategy lesson. Then the teacher asks the
- student to think about the possible meaning of the selection and explains that

. 'by thinking about meaning, he or she can predict what the author is going to-

: say. The student is then asked to read the selection using a specified
. -technique: repeated readings, echo reading, or chunking. During instruction;
- the teacher refocuses the student’s attention on constructing meaning so
» reading sounds like oral language. When necessary, the teacher meodels
fluency by reading aloud the section in question using appropriate stress and
intonation. At the end of the lesson, the student and teacher evaluate the

student’s fluency. A simple chart of fluent reading behavior (below) is

M T w Th F

. slow, choppy, word-by-word manner for an estended period of time. Often
s Gantt, 1981)-and are asked to read: fewer words in both the classroom and’

., -Tesource rooms than average students (Allington, 1977). In«iight;of ’thg‘i'r/ -
" status:as nonfluent readers, several-instructional techniques have. proven-to -

- focus on three techniques that have been used successfully with poor réiders:

? but strategic teaching -of fluent feading has generally included explaining

- “reading is and what it is not. Using definitions based on the research of |
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' ‘reviewed-with the ttudent. The student.thinks about his or her reading;
-, performance-during the session and then rates how he-or she read without
" teacher assistance. :
. In-the reading clinic setting, the explanation and modeling of:Ruent.
" ‘reading has proven an effective procedure for improving fluent oral -
- réading. It combines both how to read fluently with an understanding of .
- what fluenit reading is; therefore, the students are put in control of .
-_changing their reading behavior. s i
> “The method of repeated reading-(Samuels, 1979) focuses on speed and
. accuracy. Readers. select.a text to read aloud to the teacher. The-teacher °
-~ 'records reading rate and marks erross on a-copy of the text. After-the first -
 -reading, the student and teacher cliart r.3ding rate and number of érrors 6a-
a graph. Next students rehearse the selection by theimselves, -focusing on
 réading faster. When:students are ready, they reread the selection while-the:
.~ teacher records-reading rate and-marks. errors. Again, the student and
- teacher chart reading rate and number of errérs on the same graph,
- -discussing the increase in rate and the decrease in errors. Since:reading rate
- -and accuracy are related to reading fluency, students quickly’become¢ more
fiuent readers and move to more difficult text.
- Research by Moyer (1982) and Dowhower (1987) .has demonstrated thé
. effectiveness of this approach. Moyer (1982) used the repeated reading’
. ‘method with a 80-year-old man who suffered reading loss.as a result of ..
Cerebral trauma following surgery. Initially, the patient-could decode-most '
. words letter by letter but lacked fluent reading. Using the repeated reading.
. technique over a 12-week period, a gain of 40% to 50% reading rate was
; achieved. A year later the rate was maintained.
Dowhower '(1987) -studied transitional seccnd-grade readers who were
:--nonfluent. Using basal reader stories, the students reread a series: of
: :3¢lections from the graded basal texts. As well as increasing reading rate,
" Dowhower found that repeated reading enhanced children’s ability to "~
~ segment text into meaningfu! phrases. The word-by-word readers began to -
- read in longer phrases and with more expression. ki
In the clinic, this technique has'been adapted so that the emphasis is-on
: accuracy and fluency rather than rate. Readers select from- texts
; “recommended by the teacker, thus providing a series of selections that keep -
- difficulty constant. As the students read the 'text, the teacher marks efrors:
| and rates fluency using a four-point scale developed by Zuteil (1988). The
. errors and fluéncy rating are charied by the student and teacher. Fluent
' I " is discussed as are the variables that influcnce fluency. After the
;Wi MCading, rather than assigning independent rereading, the teacher
oél mgea s to assist the student in developing more fluent rezding. After the
Yoty o, a-finzl Tereadiis i Monlorei o isacharmarlineg orere
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Fhe effectiveness of repeated reading results from-the familiarity-of the

- text developed. through repeated practice. Alto, the student graphically sees

* 'how rereading a text increases fluent reading. Ideally, this will lead to an
undcrstandmg of how topic knowledge increases fluency.

E'choReadlng

This is a-wey to guide oral reading in order to teach children that what i u
read should sound like language (Aulis, 1982), The “cacher begins ‘by
r‘admg a sentence or group of sentences, modeling phrasmg and. =
intonation. The-student then repeats the teacher's model as c103cly~ar
possible. This procedure continues through.the targeted selection. By :
. listening to the teacher's model and then repeating it as it was read, the.
* student hears and sees how oral and written language are related. A
Research by Aulle (1977) showed that using the echo reading technique:
with less skilied readers was effective over time. In the reading clinic; echo--;
reading is often combined with other techniques to intensify the effect of: -
. the technique. Echo reading is used as an intervention with rcpcated :
. readmg when the teacher echo reads problem sentences. At other times, it
is combined with chunking to model how to parse sentences into thought: -
units. :
The key to echo reading is the model of fluent readmg provided by the
ezcher. Breaking the habit of word-by-word reading is sometimes extremely *
dnfﬁcult and echo reading bridges the gap for students who need the .

support of a teacher to actually hear fluent reading. ]

Chunking is a way to demonstrate visually how to segment text into E:
meanmgful thought units. Either the teacher marks the phrases on the text, :
or the text is reproduced with spaces between the phruses. The teacher and
the students discuss segmenting texts into meaningful phrases. Then the
teacher models a sentence or two and the students read the text using the
phrases.
i In a reading clinic setting, Allington (1983) found that using chunking, 4
¢ where the clinician models marking the phrase boundaries hghtly in:the  ;
t reading material and then encourages students to read the text in phrases, e
produced more fluent reading in less skilled readers. Research by Brozo, -
Schmelze, and Spires (1983) as well as Mason and Kendall (1979) has shown. ’
that chunking phrases i improves reading comprehension. In these studics,
the students read texts in which the phrases had been marked to indicate:
thought units. This procedure helped the students focus less on smg!c
O __ind more on phrases of meaning.
EKC n-using chunking in the reading:clinic, ¢ text remains intact as

staacnts mark theu' phrases for readmg aloud. Thc tcachcr and studcj:t %
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. used, and discuss that 2 perticular chunk of language represents a thought.
o~ I necessary, the teacher models chunking the text by marking phrases on-a-
‘- copy of the text. Then tiie student:rereads the selection while the- téacher
: .marks the phrasing. The sequence might look like the: followmg

~Text: The young woman liked to ski down the mounuin.

Swudent reading: The/ young/ woman/ likea/ to/ ski/-down/ the/-mountain.
Teu:hing Modeling: The young woman/ liked to ski/ down the mountain.

: 'Student-Echoing: The young woman/ liked to/ ski down/ the mountain.

., Teaching Comment: I like the way you chunked *“ski down.” Dul it make sense to .
. ﬂyou to read it that way?

5
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The effectiveriess of chunking is‘found in the discussion about how.
phrases of language represent thought. Nonfluent readers are often text
“bound (Allington, 1983) and do not understand that.groups of -words.
+ .represent thoughts. Thcy have overrelied on the text to: provide both the
f “words and the meaning and have failed to.use reader-based mferencmg ’

. while reading. Chunking is a logical wayto explain how readers combine
- both the textand background knowledge as they read. :

,.;‘g
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- FLUENCY APPROACHES FOR THE CLASSROOM
. Reading-While-Listening

" The term reading-while-listening refers to the reader’s task of reading a text

: while simultaneously listening to an oral rendition of the text. The most

- ‘common form of readmg—whnle-hstemng involves the reader listening toa -

; tapcrecorded version of the text while readmg. Since students can engage

" in the activity independently, usually in a reading or listening-center,

. reading-while-listening can easily be integrated into the regular

. classroom.

" Research by Chomsky (197€) and Carbo (1978) has demonstrated the .

- -effectiveness of the approach. Chomsky (1976) studied third-grade-students. -

.. Who were reading significantly below grade level. The students were '

_“instructed to read the text while simultaneously listening to a tape

- recording of it and o practice reading the text until they could read it

i independently and with fluency. When students achieved fluency on that

text, instruction was directed at analyzing the word and leiter components

of the text. Chomsky reported thav .udents made substantial progress-in

¢ reading by using this approach.

' Carbo (1978)-reported similar gaim with second- through sixth-grade
- learning disabled students. Over a nine-month penod during which the
approach was employed, students made average gains of 17 months in word

" recognition. “

R3-tski. (in press) found chat students in a readnng-whnle-hstcmng

. EKCm made gains in fluency that weré equivalent to those made in 2

»'d readings regimen. ' j
101 _
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The-most difficuit hurdle. in implementing-a reading-while-listening:
program. is the development of enough perecorded-texts:to- satisfy-the-
many.interests in the classroom. Although- commercially prepared.tapes are ;
available, the ‘background noises:and special effects-embéddedin: the:tapes.

ki
b
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may be distracting-to many.students.’ The-best tapes. pbqqld‘fgigrgiﬁpgﬁ g
-reading and no distracting sounds or noises. The production- of tapes by 3
teacher can be an overwhelming task. However, usin‘ggtlassrdb@:ai@g;,;g

;' parent.volunteers, and students who are fluent.in reading.as.readers can.;
A

.~ significantly ease this burden. . sc
The Oral Recitation Lesson -

.
>
W
B
¥
4
3

. Hoffman -(‘1987) developed the oral recitation lesson as a way to include:
.~ fluency instruction within the low reading group of a second-grade ‘basal-
" oriented classroom routine. Significant features of the oral recitation ‘lesson..;
' include teacher modeling, repeated readings, and explicit-classroom:
.~ -discussion of what is involved in fluent reading. s
The oral recitation lesson has two major segments. The. first.segment:is
further divided into hwree subroutines. First the teacher reads, orally.and.
.- fluextly, a. story:-from the basal textbook te the-class. This is-followed by a:.;
discussion and analysis of the story, culminating in the construction of s: .;
story map that includes many basic elements of the story. At this point in' ;

” the lesson, comprehension is the major concern.

Next the teac’,cr works with the. class to improve oral reading fluzney. *
Again, the teacher models segments of the text, discusses the elements:
fluent reading with the class, and inyites students, individually-and®i
chorus, to read the text segment. The instruction begins with shorter:tét.-

¢, segments and moves toward longer piéces of text as the students become:
mere fluent and confident in their readizzg. Hoffman notes that in this, part.
© of the jesson, the goal is fluent and expressive reading, .
The third subroutine involves student:performance of the texts. Students.
select portions of a;“ ext they have practiced'and read it aloud for a group-of
- classmates. Students receive positive feedback from the audience after the.
" performance. B
‘ Tke focus of the second segment.of the oral recitation lessen is :
independent practice. For 10 minutes each day, students.practice reading,
" in a “soft” voice, the stories: covered in the first segment of the lesson. When.
. - the-second-grade students are able to read a- story at 98% or better word
recognition accuracy, and at a rate of at least 75 words per minuté, they are: |
permitied to move on to another story. ‘ o
©  Qualitative.observatic s of the implementation.of the lessons. (Hoffmar,
lQSZ) suggest some positive outcomes. Student reading performarice
> E T C:d to shift from a focus on individual. word:identification.to a-fociis ;
’ ,., prehension of the text.-Student miscue patterns:began 1o reflect the.
» iscue patterns.of- more-fluent-readers. — pow
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Mathods end Approaches for Fastering Rouding Fluemcy in Classroom and Clinic 9s .-

‘Paired Repeated Reading

The paired repeated reading approach (Koskinen & Blum, 1986) capitalizes -
‘on the method of repeated readings and on cooperative pairing of students.
' Designed to take no more than 15 minutes per lesson, each student in-the

class chooses a reading selection of approximately 50-75 words from current

- classroom reading material that is easy for him or her to read. After each
child reads the passage silently, one reader will read aloud to a partner:three

_ ‘times. Then the partner reads his or her passage three times to the first

_ child. After the second and third oral reading, tde listener provides positive. -

' feedback to the reader, focusing on improvements in-accuracy, flow,

expression, or some other factor related to oral reading. The reader also
evaluates his or her own reading after each of the three readings.

Koskinen and Blum (1986) note that it is important. for the teacher to
help students understand the rationalz for the repeated readings and

Y] . 3 L3 . Pe
- become sensitive to improvements in their own szading. Moreover, the
. teacher needs to. help students become responsive and supportive listeners.
* This is dene through role modeling, direct instruction, and practice.

Koskinen and Blum (1984, 1986) report that implementation of paired

. repeated reading has been singularly, positive. In their 1984 study, for

example, they report significant improvements in oral reading fluency and

"semantically appropriate miscues for below-average third-grade readers in a
. paired repeated reading regimen when compared with a similar group of
- subjectsinvolved in study activities related.to their basal reading stories.

" CONCLUSION

Although it is clear that fluency is an aspect of effective reading, only
recently has attention been devoted to developing fluency in either the

. classroom or clinic. This paper has identified several instructional methods
. for both settings that can improve oral reading fluency and overall reading
» performance.

These methods share some important characteristics. First, rather than
whisk children through unfamiliar texts each clay, these methods focus on

« reading selections repeatedly so that the reading becomes expressive and

fluent. Second, these methods focus on fluent oral reading and meaning

- construction rather than word identification. Third, the methods involve

contextual reading of extended text rather than isolated word activities as
found in many workbooks. Finally, most of the methods involve some model

+ ‘for fluent reading. This model could be the taped story, the teacher, or a peer.

¢
<L

| S B

During the last 10 years, new methods of developing reading fluency have

been developed and proven effective. Teachers and teacher educators need

to { l‘lbﬁ aware of behaviors and methods that affcct fluency, (2)..discuss
T Crortancc with students, (3) model fluent reading behavior in the
e @nd clinics and, when necessary, (4) explain how fluency works.
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Providing Mediated Instruction to Enhance

Students’ Note Taking and i
Reading Comprehension D §j
VICTORIA J, RISKO )
Peabody College for Teachers, Vanderbilt University
ALICE PATTERSON
ﬁ Metro Nashoille Schools a
bt DALE YOUNT :
Peabody College for Teachers, Vanderbllt University
‘MARGARET SMITH
Metro Nashioille Schools

~ The purpose of this research was to examine-the effect of different note-
|, taking strategics on students’ ability to write story retellings. Middlc school
“students were encouraged ‘o rehearse and eclaborate on story ideas through
", ' group verbalization (mediated) note-taking and concept mapping strategies
| orthrough studentgenerated note-taking:stratéegies combined. with citim"z- %
concept mapping or a t*ory grammar frame. Although research on rioie -
taking to aid reading comprehension has produced-mixed results, Weinisteif
 © and-Mayer (1986) view note taking as a complex rehearsal task that is
- cffective when it allows time for learners to select and practice information-
. gathering strategies. Note taking may be beneficial because it aids learners -
 in-directing attention to spetific text ideas (Anderson & Armbruster, 1984;
| Weinstein ‘& Mayer, 1986) axid aliows learnérs to reflect on ideas presented
) f"‘"‘fx meaningful context of narrative or expository paisages. ,
L F lC'dmg group vcrbah;atgom during reading, anothqr;form-of.note .
\ e RCOUTages a group of students to share and rehearse information it. - -
._selects frora the tekt, Verbalizing one's theughts during the readio nroceis—

-
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~ 100 CHALLENGES i¥ READING

. between text ideas or rilate text information to prior knowledge. We found

" that low-achieving readérs, in particular, are often unable to differentiate
important from less impértant ideas or to identify central concepts required
for understanding text ideas.

‘Informal observations in Alice Patterson’s middle school classes indicated

-

|

J
that on anany comprehension tasks, her students seemed unabie to=%

- differentiate major and minor text ideas, to organize and relate text idzat to .

central themes, or to access relevant prior knowledge that qqulé‘aid their
comprehension. Often these students, who used rich language to. write well-

developed stories following story grammar frames, failed to use what they

knew sbout stories when it would help their organization and
comprehension of story ideas. These stiidents displayed what Whitchead
(1929) refers to as inert or cilibate knowlidge, an inability t¢ use “known”
information when itis'nezded to solve new and relevant problems. i

Our findings plus an analysis of cognitive research on thinking and
problem solving (e.g., Bransford, Sherwood, Vye, & Rieser, 1986; Vygotsky,
1978). suggest that mediated learning activities can enhance effects of
_ -7ehearsal strategies. Cognitive researchers (e.g., Bransford, Sherwood,; &
Hasselbring, 1988) indicate that medisted learning in classrooms should
occur within natural learning contexts, much like shared learning
experiences that occur between parents and children at home. Observations
- within natural learning ¢ontexts (Chapman, 1978) suggest that children‘have
rich opportunities for using contextual cues to interpret the language and
actions of others. Further, parents who act as mediators by‘helping their
children make sense c¥.experiences can influence cognitive develooment
(Fuerstein, 1979; Vygotsky, 1978) and mcaningful learning (Chapman, 1978).
Similarly, teachers who share learning experiences with students can serve as
mediators by helping students separate relevant from irrelevant information,
prompting students to anticipate events, and helping them connest parts of
their experiences or ask questions about the text they will read.

Theorists such as Fuerstein (1879) and Vygotsky (1978) argue that some
forms of mediation may be more effective than others in developing
thinking skills. They suggest that instead of leading fact-oriented discussions
that put an emphasis on right answers to predetermined questions, effective
mediators should focus attention on processes, such as selecting and
evaluating text ideas, needed for reading comprehensior:. Instead of telling
students answers and/or how answers are derived, effective mediators
encourage students’ decision making about the importance of ideas while
providing instructioral feedback that prompts students’ critical thinking
(Bransford, Franks, Vye, & Sherwood, 1989). Novak and Gowin (1984)
indicate that teachers can provide support for students’ learning by helping

O ke decisions about important text ideas and construct meaningful
E MC ions among text !deas through activities such as concept mapping.

"< ixlieve, therefore, that rehearsal strategizs may allow students time to-
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]:KC participants were 60 cighth-grade students - s¢olled in an inner-ity

Modiatod Inriruchion to Exhance Studenis’ Nots Triing cnd Resding Comprohension ' le1

activities associated with rehearsal can provide students with multiple ; :
claborations on the content that mzy enhance the quality of stud=nts’
comprehention “‘Anderson, 1983; Anderson & Reder, 1979; Risko & Alvarez, |
1986). In a previous study (Kisko & Patterson, 1989), we found that teacher “{
and student verbalizations (note taking) during reading when combined !
with a focus on central thematic information enhanced low-achieving ° ,
readers’ retelling of 2 complicated and unfamiliar cext passage. We. 3
hypothesized that students’ retellings were enhanced because this note- g:
taking strategy provided a shared context for learning—a ‘context in which
teachers and students discussed common contextual information and
clabor.ited upon each other's ideas.

We designed this current study to examine the effects of our note-taking
strategy, developed to mediate students’ learning in 2 language-rich discussion
activity, on middle school students’ written retellings. We compared 2
‘mediated note-taking strategy to students’ mdcpcndcntuse. of notes.

This study builds on our former study in two ways. First, students across
groups read a unit of text passages written by the same author. We provided
this condition to examine whether 2 mediated Iearning context-was
necessary when students read texts containing familiar structure and, -
content. Second, students in the control group were provzdcd with a story |
frame outlire to aid their note taking. In our previous study, control
students were asked to take notes and reflect on these notes. They were
given examples of a te2<her's notes on a similar passage, but they were not
given a frame to follow to aid their selection of text ideas.

We analyzed written rctclhngs of students parucnpaung in (1) a group
verbalization and concept mapping strategy, (2) a tariation of the group)
verbalization strategy in which a prereading activity (thematic crganizer) was-
added to highlight central theme information, () a note-taking strategy in
which the prereading activity was added to students’ independent gcncmuon
‘of notes and concept mappipg, and (4) a note-taking strategy in which
students followed a story frame tc generate notes and answered a set of -
postreading reflection questions. Across all conditions, students were asked to |
watch a video on Mark Twain, read a2 Mark Twain biography, and read five ;
Mark Twain narratives. Within the first three conditions, instruction .
highlighted the related information across narratives and the biography. For
example, concepts across stories were.related on the thematic organizer
provided for two of the groups. In the third group, the teach:: prompted,
students to discuss how story ideas were similar. For-the fourth group, each |
text was treated discretely, with no explicit connectives being provided.

METHOD 1
Subjects 2

7

K

mrggivol. Three complctc languagc/..ru da..szs --ere selected. Prior to this |
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‘. arts teachers to be proficient in the use of these two strategies,

' Materials

3

. Corrupted Hadleyburg” (12 pages), “Edward Mills and George Benton™ (5
" pages), and “The Californian’s Tale” (4 pages). These passages were taken
. from Reading Anthology (Scholastic Books, Scope Series), a supplementary
" :text for this school. Students had not read these passages prior to our study.

{  Photocopies of entire passages with illustrations were read by the

meaningful parts determined by the presentation of structural elements of
the story. For example, the first pause occurred after the setting and the
¢ protagonists’ goal had been introduced. The biography and each story were
- divided into approximately three equivalent units with slashes piaced at the
- end of each unit.

Procedure

" Students were assigned to one of the four treatment groups using a

. subtest, Stanford Achievement Test). Each group met for seven days. The
. first day was an introductory session for the following days. Four teachers
; were randomly assigned to one of the intervention groups and worked with
: this group throughout the study. The lessons for each day were scripted for

consistency across all groups and an independent observer evaluated each
- teacher’s ability to follow the script. Observational data revealed 99%

. agreement with script guidelines. The same materials were used with all' ~~

- groups. Data were analyzed for day 7, when “The Californian’s Tale” was
:.read. All other stories and the biography were assigned to each group in
- random order on the preceding days. Time was held constant across all
group activities (i.e., 25 minutes were assigned to story reading and pauses
. for rehearsal, 10 minutes were assigned to concept mapping or reflectica
- questions, and 10 minutes were allowed for writing retellings).
During the introductory session, each group viewed the Mark Twain
- -video. Three general questions (Who was Mark Twain? What can you tell us
+ about Mark Twain? What did Mark Twain write?) guided the postviewing
“d_ 9 1. On *he second and subsequent days, the students and teacher in
’3 e ip read the assigned text passage and practiced the assigned note-
taking strategy. — I

study, ali students had received seven months of-language arts instruction ;
;. that involved them in taking and organizing text.notes using either story-
:_-grammar outlines or concept maps. Students weréjudged by their language.

: 'During 2n introductory scssion, all students watched a 15-minute -
. autobiographicel-video in which Hal'Holbrook, portraying Mark Twain; -~
. talked about Twain’s life and events that influenced Twain’s writing. Students: -2
read “A Biography of Mark Twain” (2 pages), “The Cat and the Pain Killer™ N
. (5 pages), “Cub Pilot on the Mississippi” (7 pages), “The Man that

» students. Prior to the study, the investigators divided each story into three

stratified randomization procedure according to percentile scores (reading

4
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- In the mediated group (group verbalization. and concept mapping), the ;«j
. ;students and teacher read the text parts sxiently They verbalized their -3
.- thoughts durnng the preselected pauses in:the story,.and the teacher ..:
~ ‘récorded- all responces on an overhead transparency. This p*occdurc was =
. followed for the three sections of the text, with verbalized ideas placed on- a° Y
: new-transparency each time. After the story was completed, the tezacher. and’ "3
:: students reviewed ideas by taking turns reéading ideas from all .
: ‘transparencies. Next, the teacher asked students to discuss and xdenufy one ‘j:
= idea.that best told what the story was about. The teacher wrotk this on the
5 board and drew a circle around.it. The teacher asked students to xdennfy
. the next tmportant ideas and to exphxn how they were reiated to the idea'in: . .
-~ the first circle. She continued in this manner until ideas generated by g
students were mapped at their respective, hierarchical levels, £ollowing. the = :
| ‘procedure identified by Novak and Gowin (1984). Wher studens and/or:
. the teacher disagreed vith the selection of story ideas, discussion continued - -
! until a consensus was reached. This procedure was follow~d on each
subsequent day. K
The mediated theme-focused group followed the same procedure as the | -
first group, with the exception that a thematic organizer (Risko & Alvarez, -~
. 1986) was provided prior to reading. The content of the organizer :;
. connected story information to general experiences believed to be relevant. 3
to students’ prior knowledge (e.g., times when they may have been treated
¢ unfairly) and required students to make predictions about what they would
rcad. After reading the organizer and writing their predictions, the students

" and teacher followed the group verbalization strategy described above.
In the theme-focused, independent generation of notes group, the
students were asked to complete the thematic organizer activity.as described
'~ above. Then the students were asked to read each passage siiently and stop:
7 _at each slash mark to write important ideas. Afier reading and note taking
were completed, students were asked to construct a concept map of ‘the text
ideas. The thematic organizer, note-taking, and mapping activities were
corapleted independently by each student. This same procedure was

foliowed on each day.

In the story outline, independent generation of notes group, the teacher
and students explained how they would use a story grammar outline (a
. sheet of paper with headings: setting, story problem/goal, events,
- resolution} to identify and write story information when they-paused ateach.

of the three slash marks. Following the reading, students were asked to "%
. reflect on their notes by answering a set of questions requiring story.
. -structure information (Where did this story take place? What was the main

character’s problem?). Students answered these questions independently-in - :
writing. On each subsequent day, students werc reminded of the procedure :
" O lesson and asked to independently complete their note taking and !
]: KC mn.
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> After completing its respective note-taking strategy, each group was asked:
;- to write & retelling by following this directive: “Write everything.you would™
say: to tell .this story to someone who his hot:read:it, ,.Becés"af:pngplq_téig_é

. :possible in.your retelling.” Since Wwe were interested in eXamining studeénis’
* comprehension instead of memory, students were told that they. could refer g
~ to their notes as they wrote their retellings. ‘

" Scoring

L\,
ib The students’ retellings were analyzed using a variation of Morrow's 11986)

scoring system to evaluate students' generation -of well-formed story
_ retellings. Each retelling was scored by two independent-raters.using.
. Morrow’s procedure for four categories of story grammar: setting, the; ne,

plot episodes, and resolution. Instead of evaluating .each retelling for- .
~ inclusion of sequence (a fifth-category suggested by Morrow}, we: scored:;

each retelling for story-coherence using the procedure described ‘in-thi
- Appendix. Raw scores for-all five categories were adjusted to equal 10:by-
F placing raw scores over maximum scores and multiplyirig by-10- (sée
-~ Morrow, 1986). Interrater reliability for each analysis was within the'range:
- 0f0.92 to 0.95. o

S

3

RESULTS

Retelling performance on the last passage used during the intervention.was .
. examined. Each o three sets of data was analyzed. using a one-way analysis
> of variance. The data for each analysis included means and standard’
deviations for (1) total retelling scores, (2) story component scores -{i.e.,.
setting, theme, plot episodes, resolution, and story unity), and (3)total:
retelling scores for high and low achieving students.
The analysis of students’ retellings using total scores revealed a
significant group effect, F(3, 48) = .32 (p < .05). See Table 1 for means-and
' standard deviations for the total retelling scores. A Newman Keuls post hoc™
- test revealed that the group means for the mediated theme focus, mediated, .

. TABLE1

ORRTRF

o
.

.
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| Means and Standard Deviations for Students’ Written Retelling |
- Units on Treatment Passage “;
‘Group n M 8D f
Medisted theme focus 16 o4 9.2 i
" Mediated 16 27.5% 121
" Individual notes theme focus 12 23,7+ 14.1 i
; Individua! notes story outline 8 12.2 99 B ’»1\
' = Q . = ﬂ
1 R ] C ore possible for retelling was 50. :

, \ng 1,93>4 111 ;




- and independent notes with theme focus groups were significantly h\ighqr.

story grammar outline (p <.05).
" Since a significant treatment effect occurred, the data were'analyzed using a

3.7 (< .05). Means in all components were Lighez for these three groups: than
" for the fourth group, but onty two werc statisdcally significant,

7 _group of students. The Newman Keuls post hoc test revealed that Stoups 1,
; 2, and 3 significantly outperformed group 4. Mean scorés for the low-

achieving students in groups 1, 2, and 3 were higher than the muin score of .

group 4, but there was no staustical difference established.

 DISCUSSION

. In this study, we examined the effect of four note-taking procedures on

students’ ability to retell importan. >ry ideas. Although we plan to
-units, several results of this investigation can be discussed. First, groups who

concept mapping) or with direction to independently take notes and

B TN MR A

receiving the note-taking strategy in which students were askzd to follow a
story grammar outline while taking notes and to refiect on hese notes by
answering story grammar questions. Even though this latter group was
primed specifically to rehearse story grammar information, their retellings
displayed limited use of this information to guide their recall-and

described above outperformed students participating in the fourth group:

l: C 1g subgroup when pcrformancc by ability group was examined.
K nd, the themanc orgamzer combined with enther mediated or

Aruntoxt provided by Eic:
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;* ‘than the mean of the group who took indipeadent notes while following a: -

.~ multiple analysis of variance i examine parformance by group on each of thé..
. story components. See Table 2 for means: and standaid deviations: for cach of -
i ".the-component scores. The analysis:revealed-z significant group effect, -
. T2(15,128) = 0.62 {z-< .05). The univariate Ftests revealed that ifie meaii-.
© scores for the first three groups \.ere sxgmﬁcanlly petter than the fourth group.
;" 'in’ the areas of plot episodes, F(3, 48) = 4.2 (p<.01), and: ;story umty, R3, 43) =

In the third analysis, total retelling scores for .achieving studcxus. g
{percentile scores above 30 on reading achievement test) and lgw—a~thv;ng ,
;. students (percentile scores at or below 3d on readmg achneveiremﬂ:.st) :

revealed a slgmﬁcant group eifect, F(S 27) =5.69 (p< .01).for thc achisving- " %

investigate these procedures over more time and across-different thematic  ;
received the thematic organizer with mediated instruction (including -

complete a concept map, and the group who received mediated instruction
(including concept mapping) alone significantly outperformed students -

orga"nzanon of story ideas. Total story retelling scores and plot and:story-
unity scores were enhanced particularly by the first thre= note-taking. -
strategies. In all analyses, students participating in the-first three groups .}

anfcrcnccs between scores were not statistically different for the fow- |
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have the potential for- cnhancmg students’ use of rehearzal strategtes.«’ﬁach
“6stratcgy facilitates active cognitive processing. (Wcmstcm 8 Mayer, 1986); by )
eiicouraging: students-to. focus on thematic information and:by’ promptmg
] ‘students to clarify and- organize story ideas, For many. mstrucuonal séttings,
wthc teacher-as.a mediator. (i.e., one who encourages students’. claboranon, "O‘
3'"* clanﬁcatnon, and organization) can -enhance note taking :a2nd
£ comprehension, as shown by our students’ performance in two of our:foiit

. ;groups. However, our findings suggest- that the thématic orgamzcr when.
_g combined with mdepcndent note-taking and concept mapping can also: bc
: +an effective strategy to aid comprehension. i

3

Itis important to note that the story grammar procedure did not mcdnatc~ X
students’ learning. Students in the fourth group were asked-to use 2 stox‘y
grammar outline to facilitate their note aking and to-answer: story: grammaf
. questions-to reflect on their notes.. Yet-these students- did not-access this.

. ‘information spontancously, even though thiey were alfowed to. refér to: thcn'

_Motes.to help them produce their rctellmgs. It could:be that the story

¥ " grammar outline and corresponding questions werc viewed as anarrelevant 3
exercue rather than a tool that could aid their conceptualization of the story..

- Further, these findings-seem to ‘support the hypothesis, advanced by.. °

; Bramford Franks, Vye,.and Sherwood (1989); Bransford, Shcrwood and; ~

Hnnellmng (1988), and ‘Bransford, Vye,. Kinzer, and. Risko: (1990) that )

ir- KC“ should provide students with-a strategy and a context in which: j
St IFe actively constructing knowledge by using that strategy. Fa:lure -

...,tmacceu relevant strategies is often. muuulmﬂbcmgmnmfo:med-abouw

B i e T
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4,

4
;. itrategy. Providing students with relevant content (e.g;, rich thematic uniti,
. - Containing a strong semantic-nétwork) while developing a strategy to ACCEns.,
- and'rehearse text ideas-can hélp students i;ndgéiiuhd"héw-éojltéi,t'ﬁi!é
; information can serve as a tool for making sensé of text ideas.

-

G s vt

3

. ASSESSING RETELLINGS FOR STORY
i~ COHESIVENESS AND UNITY

We analyze students’ retellings. to-determine if they contain a coherents
. < representation ‘of story meaning. This analysis provides us with information:
;. about students’ ability to form.a “story line,” in which.parts of story-(i.e,;
opening, characters, plot) are clearly related. Therefore, présenting: story
information in a correct sequential order is 2 minimum requirement, ‘but ;
~ scoring represents both sequence and coherence. : I
To-determine unity among story elements, we've interpreted- the fifth-
category of Morrow’s (1986) scoring system to be: Story Unity (maximum. ;
raw score 4) Cug
Setting—1 pt. is assigned only when: Students present an opening that i#
relevant to-cnaracters who are identified and other setting (place; time) -
information. o
Theme—1 pt. is assigned when: What is stated above leads logicallyinto-(1) |
an initiating event that is consistent with opening information-that student :
has already stated and (2) an identification of goals. that zze related-to the ;
initiating event (i.e., initiating event sets up reasons for goals statements).

Explicit information about characters’ motives for goal setting is noted, but
not required.

. Plot—] pt..is assigned when: Events (actions and teactions) are provided: -
not only in sequential order but also follow logically-the-information.
presented above. Plot information needs to include characters named above.
and make sensc according to students’ statement of initiating event-and. °
goal(s) statement. Number of events is not counted, but students’ retelling, ;
must reflect gist of major and supportive events. ‘

‘Resolution—1 pt. is assigned when: Students explain how goal is attained: *
(i.2., problem is solved, goal is attained) and the story ends with a statement. .

(e.g., summary sentence or two, statement of moral) bringing closure to
story ideas. '

Ry

G

Total raw score ~
Maximum raw.score x10> .
Total adjusted score ;
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A Comparison of the Effectiveness-of -

e

Co...cnt Area Reading Strafeglesatthe |
. Elementary, Secondary, aiid e %
Postsecondary Levels ;

JEANNE SWAFFORD .

Texas Tech Untoersity -

 For 2 number of years, content area reading textbooks and’ ptofemonal

- Journals have recommended the use of comprehension and. vocabulary:, -

i -strategies to enhance students’ learning from:texts. Patberg (1979) found'
2 lack of empirical support for many of the reading strategies”

r recommended in those Journals and textbooks. Since that time;- thereahai:
‘been increasing interest in examining the effectiveness of strategies. :yq’ ;
recent studies found that there was.a research base for certain ¢
comprehension: and vocabulary strategics at the secondary school leveP ‘

< (Alvermann & Swafford, 1989) and at the postsecondary school level -

| . (Swafford & Alvermann, 1989). It has not been determined, however; that ~

L there is a research- base for comprehension and vocabulary strategxcs at
~the elementary school'level. LR 5:5,

" ' The purpose of the present study was twofold. First, the. research bue
for content area reading strategies at the elementary school level was -
investigated. Second, the results of the elementary, secandary,‘and
_postsecondary studies were compared to determine the similarities and”
dissimilarities among the three data sets. Four questions guided the study:

< 1. What comprehension and vocabulary strategies received the most: «
- research attention at the elementary school level?
2. How effective were the strategies that have been studied empirically? 7,
. 8. In what ways were the elementary, secondary, and postsecondary data .
sets similar?
. 4. In what ways were the elementary, secondary. and postsecondary data
\‘l ‘ nilar? s

;’EKC )
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. ‘DATA COLLECTION

®  identified .in the Alvermann and Swafford (1989) study. Six widely used:
" content area reading methods texts were reviewed, and the recommended:

- study. The 13 strategies included in the list:were the advance organizer,
., anticipation guide, DRA, DRTA, graphic.organizer, list-group-label lesson,

¢ -three-level guide, and the use of text structure.

[ (RIE). Studies were identified that had one or more strategy-name in the

. reviews, the National Reading Conference Yearbooks, and reference ‘lists
: from the studies that were found. Only those studies that were completed
< - before December 1986 were included in the review so that the elementary
", school data set could be compared with the-sccondary and postsecondary
data sets.

Each journal article, yearbook article, and RIE microfiche document was
read. For the dissertations, only the abstracts were read. For each study, the
following information was collected: the type of reader (i.e., high, average,
low), the kind of text (e.g., science, social studijés), the dependent
ineasure/s, and the strategy's effectiveness or ineffectiveness.

RESULTS

The results of the study are reported as answers to the questions that guided
- «the investigation. -

. ‘Question 1: Which strategles received the most research attention?

The 13 strategies were studied a total of 87 times. Mapping received the
most research attention with 24 studies. The effectiveness of text stru~ture
instruction was studied 21 times. Advance organizers were examined-u 16
o of the studies, and DRAs were studied 10 times. The remaining strategies, in
.-descending order, were graphic organizer (n-= 6), DRTA (n = 4),

" Emc‘zrs, and structured overviews) were looked at as one large group,
ammmerm uld make up 55%. (n = 482 of the research base. No studies were

[
v

After the strategies were identified, a computer search was conducted in <
the Citation Index to Journals in Education (CIJE) and Resources in Edycation .

of a strategy appeared in the title. Also searched were related literature-. |

&
:Bcauw I wanted to compare the data sets for the: elementary, secondary, :

H
:

- ‘and postsecondary-studies, I examined the same strategies that were :
> strategies were listed, Then, the list of utrategies was narrowed to those that
teachers reported using most frequently in-the Swafford and Hague-(1987)7;

f ~ mapping, pattern guide, reasoning guide, structured overview, study guide, .

2

title of the study, the descriptors, and/cr the abstract. DuyftauonAburad:;
t« International was searched by hand. Dissertations were identified if the nanie- :

i

|~ anticipation guide (n = 2), study guide (n = 2), and structured overview (n=
o 1§ 'l the organizer studies (i.c., advance crganizers, mapping, graphic:

A1 N\




* Question 8: How effective were the strategies?

. :strategy was ineffective. In $¥ use studies, the effectiveneis of DRAs: ‘was.

v

located for pattern guides, reasoning guides, three-level guides, and list-
grg‘;p-h\‘)el lessons. (See Table.)

>

$
}
E
"‘%
,}f
f%

]

All of the studies that investigated the effectiveness ~f DRAs found that the

compared with other stratéy.es such as DRTA, mapping, and: graphlc
organizers. ‘Half: of the studies that investigated the effectiveness of DRTAs,
anticipation guides, and study guides found that the strategies were-
effective; the other half of the studies found the stra.tegnes were not. .
effective. Conversely. advance organizers, graphlc organizers, mapping,
structured overviews, and the use-of text structure were found to be
effective more often than they were ineffective.
Rather than simply labeling strategies as cffective or ineffective
dependmg on the total number of effective or ineffective studies, 1
examined the data for patterns of effectiveness. One pattern that emerged
from the data involved the grade levels of students that were used in the'
studies. Only 17 of the 87 studies used students in grades 1-8. Of those 17 _:
studies, 10 studies also involved students in the upper clementary grades.
Seven of the 10 strategics used with both primary and upper elementary
students were found to be effective. On the other hang, of the seven studies
that used only primary grade students, six studies revealed thkat the
strategnes were effective. Those strategies included the advance orgamzer,
anticipation guide, mapping, and the use of text structure. s
Another interesting pattern in the data involved text typc. '
Approxxmatcly 86% of the studies used only narrative text. This is not -
surprising considering the nature of material that elementary students
generally read. An even greater percentage (41%) of studies used only
expository text. The types of exposltory texts that were utilized included -
anthropology, astronomy, economics, environmental science, wcience, and’
social studies. Science and social studies texts were used most oiten. Only
nine studies (10%) used both narrative and expository texts. Six of the
studies used isolated words rather than connected prose. Isolated words "o
were used only in the mapping studies. A ;

Question 8: In what ways were the three data sets similar?

In the elementary, secondary, and postsecendary data sets, more strategies +
were effective than not effective. In fact, approximately 55% of the studies °
in each data set found that the strategies were effective, "n,
The most frequently researched strategies for all three data sets were
Janizer strategles and the use of text structure. Strategies receiving;
EKC ast attention were the guides. The research base for guides,
parucularly at the elementary and pottsecondary levels, wassparee,
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. <DRA was.effective in only one of the two-studies that-investigated-its,

. -effectiveness. The DRA was not studied at the postsecondary schiool level,
A similarity between the elementary and postsecondary data sets had:to--

do with the type of dependent measures used in the studies of. text structure.

3

. -measures were the predominant measures for the advance organizer.studies.
¢ .types of dependent measures were not identified in that study:):

. that more studies investigating the effectiveness of graphic representations

. studies that investigated the effectiveness of the more traditional prose
. -organizer (i.e., advance organizers) were found to be ineffective more oftén-
; ‘than effective.

: The last similarity for the three data sets was that none of the studies
- ‘revealed a clear patiern cf one strategy being more effective than another for
- students of various reading ability levels. One reason for this lack of consensus.
. could be that researchers defined high, average, and low readers in different
. “ways and that the reading levels of subjects were not always specified.

"‘Question 4: In what ways were the elementary, secondary, and
i postsecondary data sets dissimilar? ’

" There was a difference in the number of studies that investigated. the
¢ effectiveness of directed reading activities and directed reading-thinking
activities. The elementary data set included far more DRA and DRTA studies
; than the other two data sets. Different typzs of texts were used at the
different grade levels for the DRA and DRTA studies. Narrative texts were
 used primarily in the elementary data sets. For the secondary and
* postsecondary school data sets, expository texts were used.
Another difference between the thrze data sets was that more mapping
. studies were conducted at the elementary school level (n = 24) than at the
" secondary (n = 6) and postsecondary (n = 4) school levels. On the other
- hand, more studies involving advance organizers were conducted at the
. secondary school level (n = 45) and postsecondary school level (n = 4])
> than at the elementary school level (n = 16). :
. QO [ference in the type of texts used in the mapping studies was also
C MC! In the secondary and postsecondary studies that found mapping
', t&TTective, expository texts were used. In the effective mapping studies

A Comparison of the Effeckventss of Cunent Aros Reading Siatagios 119

The DRA was found to be ineffective in almost all:of the:studies. -
' reviewed at the elementary and secondary school levels. Ali of the studiés. .
. «conducted with elementary school students found: that the DRA -was: -
~ifieffective compared to other strategies. At the secondary-school level, the .

- :and advance-organizers. In both data sets, free recall was the.predominanit -
. measure for the text structure studies. Multiple choice tests and-cempletion. ™

! ,(No.comparison was made with the secondary school data set because-the
A similarity bétween the elementary and secondary school data sets was

. of text (i.e., graphic organizers, mapping, structured overviews): fourid -the. -
'~ strategies to be effective than ineffective. Conversely, for both data sets, .
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at:the gi;mcntgry:uéhobi level, narrative iexts and isolated words were the.

‘primary, text types used. ‘ C
- 'The types of dépendent measures used,in the élementary-and
E* . ‘postsecondary school data séts were. also.dissimilar. For the:graphic;
f | ‘organizer studies in the postiecondary data set; standardized:reading tests
¢ . were used for the deperident measures. For the-clemeéntary data.sct; free:
- recall and multiplé choicé tests'were utilized., (As-mentioned:above;. po:
.. comparison was made with the secondary school data sét bgcatju;}thyt\@ti%

LR SO

* of dependent measures.were riot identified in that study.) L v

DISCUSSION

A research base was:.found for ‘many of the:13 comprehénsion. in
... vocabulary strategies investigated in the: present study-and:the two-previous
" studies (Alvermann. & Swafford,.1989; Swafford :& Alvermann, :1989); Wha
".. conclusions can be drawn about the effectiveness of the strategiés:foi:
different grade levels, different readers, différént types of text; ‘and:
different dependent measures? Unfortunately, but not surprisingly,.the.
comparison of the three research overviews does not reveal conclusive
results about the effectiveness of the strategies. Most strategici.were .
effective in some studies and ineffective in- others. These mi'xgd'ﬁn'di_ﬁgyi
were similar to the results of research reviews that investigated:the
effectiveness of graphic organizers (Moore & Readence, 1984-85) and
advance crganizers (Luiten, Ames, & Ackerson, 1980). a

Only-one strategy, the DRA, was found to be consistently ineffective at
the elementary and secondary school levels. Although the DRA has-béen:
widely recommended by authors of methods texts and basal reading seties,.
results of this review suggest that the strategy does not have as adequate'a.
rescarch base as might be expected. Perhaps the use of the DRA is"
supported more by tradition than by research. 4

The conflicting results of strategies research' could be explained in’,
several ways. First, researchers who investigated the effectiveness of different.
strategies may have defined the strategies in different ways. The problen
that results from the L ck of a precise operational definition:for a’strategy..
has been noted by other researchers, particularly in studies of ‘advaince;
organizers. Second, the length of instruction in the use of particula
strategies varied. In fact, several authors suggested that the lack o
significant differences in favor of the strategies may have resulted from:’
limited training-and isolated use of the strategies. Finally, the design-of:the".
studies 2nd the analysis procedures may have influenced the différent:
outcomes of the studies. : |
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3 ompariggn of the effectiveness of content-reading strategies-at the-
—— elementary, scconidary, and. postsecondary.levels. séams. inconcisiva—




Because: the. resalts of the studies seem contradictory : at times, | conclunom
.'bout & Strategy’s: effecuvencu or inefféctivenesi-should: ‘Be-drawn °
uﬁomly Perhaps the kcy to-deterr ‘aing the efféctivéness.of a liutegy is
$0 ‘exainine -the circumstances undér-which a smtegyw bencﬁcial rsthcr\ ;
i than to dctcrmmc ifa strategy was. effccuvc fomll studenu m all ntuanom,
nndthhall typc:oftexts : S
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 Despite recent innovations in approaches to reading instruction, the bazal
L reader is the most widely used tool for teaching reading in the elementary -
Lschools. The basal reader is-used in about 90% of the classrooms. in- thix
ountry (Farz, Tulley, & Powell, 1987; Miller, 1986), and the-procedures, .
-skills, and materials incorporated in the basal reader program determine to ,
A large extent how children learn to read. Although'bisal series appear tobe |
-quite similar, they différ significanidy-in quality of literary contant, types of .
Ccomprehension questions, and presentation of vocabulary '(Muthér, 1987, - -
among other factors. Therefore, the selection of appropriate basal reader
[ceries continues to be an important issue in education.
5. Decisions about basal reader adoptions are made either by centralized
Estate-level textbook adoption systems (22 states) or by open systems in which
Hocal districts choose their own textbooks (28 states) (Farr et-al,, 1987). ia
either case, university faculty are rarely involved in adoption procedures.
pHowever, during the most recent basal'reader adoption in Tennessee, two
fresding professors were asked to participate:in the selection of:the seried, -
;They were consulted about criteria for evaluating-basa}  aders, research -
grelated to the use of basal readers, and the writing . reports thit -
Qo *d various characteristics, strengths, and weaknesses:for each of -
h|-R | Ceries. X o
| “OREEgELity faculty involvement in the Tennessee basal: reader-adoption
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consideration. The teachers serving on the adoption committee -became: ]
‘knowledgeable about recent research on-basal readers. Perhaps the greatest)
benefit lay in the relationships developed between university faculty. and3
public school teachers as they worked. together in considering-the features3
of various basals.and in writing reports that evaluated these series for ]
statewide adoption. '

INITIAL PHASES OF THE PROCESS B

University faculty were first‘involved in the process by meeting-with
members of the task force, which included the director of Textbook$
Services-and representatives from the State. Textbook Commission-and the
State Department of Education. The initial task was to devel p.an evaluation
plan consisting of criteria for rating basal readers. Jnstead of using§
numerical ratings that could rank series by scores, task force members-used3
+ for excellent, 0 for adequate, and — for inadequate. Any mark other-than 3
0'was accompanied by a written explanation. Reviewers were. also o4
consider each series’ correspondence with the Tennessee Instructional
Model (TIM), which is based on the Madelin¢ Hunter model of instruction. |
As a result of this session, an 11-page evaluation form was developed.

A three-day training session was held in June when the task fozce:met
with teachers who had been selected as evaluators. These teachers were J
Career Level II and III teachers, or those teachers who could receive.
increased pay for additional work as a result of their experience and
meritorious teaching. During the summer, they each evaluated all of the 3
basal readers for a particular grade level. :

A major component of the training session was the presentation,of5
research and theory related to- basal readers. Many textbook reviews are 3
conducted without knowledge of-research {Dole, Rogers, & Osborn, 1937;,
so cvaluators often base their decisions on the publisher’s reputation, they
format and content of the readers, and pezrsonal biases. The Tcnncugelr
teachers scemed very interested in the research and theoretical basis for 3
their lecision making, however. Because time was limited, only 2 summary 1
of relevant studies and theory could be presented. The essential content-of |
some of this material follows..

THE THEORY AND RESEARCH BASE PRESENTED o

The findings of Templeton (1986} were shared to help teachers evaluate the :
appropriateness of readiness materi Is. Templeton discovered that readiness
materials often focus on sound::&tst and print second, even though speech -
is too transitory to be studied readily. Therefore, it seems that teachers :
k23! consider looking for materials that reverse this order of;
Emc‘ntion. Templeton also found that writing activities have not been :

amme ey utilized in readiness materials. Much recent research and theory
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To hclp in decisions about the individual lessons in the basal readers, the .
university faculty pointed out that each reading lesion should advance skill _ }
in both word identification and comprehension. There is a-reciprecal
relatwmhxp between the two skills. In {ldition, reading lessons-should
| Tocus on both understanding and apprecisting stories.

- Periodic teacher questioning is important for helping children
_understand critical points (Anderson, Hiebert, Scott, & Wilkinson, 1985).
* Discussion questions “that lead children to mtcgratc information about the
~central points of'a selection with their priur knowledge s:gmﬁcantly'
erhance reading comprehension” (Anderson et al., 1985, p. 55). This point 3
is-ulso made by Beck, Omanson, and McKeown (1982), Hansen (1981), and ¥
Hansen and Pearson, (1983). A problem is that many questions in manuals.
are poor—"too genc al, leading the children’s thinking afield; or trivial,
fccusmg their thinking on unimportant details® (Anderson et al., 1985, p.
°.56). Questions should promote higherlevel thinking skills, probc the plot,.
search for deep meanings, and lead to.inferences. Isolated detail questions
. should be avoided (Andersor et al., 1985; Beck & M_Keown, 1981).
" Teachers should also realize that questioning does not replace direct
3 instruction. Manuals should encourage sexchers to explain, model,
3

- demonstrate, and illustrate reading skills and strategies that students should
: learn to use (Anderson et al., 1985; Duffy, 1981; Rosenshine & Stevens,
b 1984).

' Building background knowledge is important in developing reading :
. comprehension, but teachers should avoid covering too wide a variety of
" topics. Discuszion of prior knowledge should relate directly to the major
£ concepts of the upcoming story (Anderson et al., 1985; Hansen, 1981;
t Hansen & Pearson, 1983%; Omanson, Beck, Voss, & McKeown, 1984; Beck:
; McCaslin, & McKeown, 1981 Beck et al., 1€32).

Durkin (1981) found that-teacher’s manuals of basal reader series give
. much more attention to comprehen<ian asseszment and practice than to
. direct, explicit instruction. Teaching suggestions are often very brief. Ideas
. for comprehension ‘instruction are often offered after rather than before
- the selection. This material should be presented before the selection so that
" the skill can be used in understanding the selection more fully as it is read.
Sorenson (1985) reported that basal reader teacher’s manuals often
. provide the same instructions foi teaching all vocabulary worls, regardless
- of thc particular words involved or the grade level of the reader. Manual
. instructions often focus more on the pronunciations of new words than on
¢ meanings. They frequently give no strategies for reteaching werds that have
" been previously presented, appearing to assume that, if a word has been
¢ presented, it has been learned.

Research (Chall, 1988; Johnsonr & ¥ -umann, 1984; Pflaum, Walberg,
- I' Q@ nes, & Rasher, 1980; Williams, 1985) indicates that phonics
‘ x]: KC on is.an esszntial ingredient for “children to learn to read words.
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¢ *...[C]hildren who are taught phonics get off to a better start in learning to :

'~ -read"than children'who are not taught phonics™ (Anderson: et al;, 1985, pi-
-~ 37). Research indicates that phonics should be related to words, not.simply:

- --taught-through:rules. Words should_serve as, conprggg«e;"xaigplg§ngilijiaie§$'§§%
~ should use known words to help them figure out unknown words {Andérson
et al.; 1985; Cunningham, 1975-1976). There is:also evidence-that. msay.

3
reading programis teach more letter-sound relationships than children need%
E

- tolearn through direct instruction.-Phonics instruction continuies over to6
. - long a period; it should be completed by:the end of second grade..Only:"
° enough.phonics to enable a child to approximate pronunciation-is_
. - necessary (Anderson et al., 1985). There are indications-that.*...a high-.
'~ proportion of the words in the earliest selections children read-should’
conform to the phonics they have already been taught” (Anderson et al,;. :
1985, p. 47). This is necessary so that the children can practice, extend; and - ;
refine their use of phonics. However, authots need some flexibility in werd. -
choice so that stories will not be uninteresting.
: Early reading material should tell interesting, complete stories. Bridge, *
" ‘Winograd, and Haley (1988) have pointed out that the plotless strings.of: %

disconnected sentences found in preprimer and primer selections. may -3

adversely affect comprehension. Although selections may have been written”
this way to produce lower readability levels, connectives may be left out of **
stories, resulting in increased reading difficulty. Transformations-of. }
traditional folktales to reduce readability level, for example, have caused.” =

¥

. them to loze mych of their original impact (Egan, 1983; Holbrook, 1983).
© Words and senfence structure have been changed to the extent that the -
stories are no longer very similar to the originals. by
Evidence indicates that children can understand stories written ir
familiar language better than those written in stilted, unnatural language
(Anderson et al., 1985; Ruddell, 1965; Tatham, 1970; Wilkinson & Brown, ~
1983). Thus, teachers may wish to read some of the material aloud to see
:~ how naturally the language flows. ;
In looking at the types of selections included in basal readers, Flood; -
Lapp, and Flood (1984) found that narrative selections dominate in basal
readers. They found only a small percentage of expository selections. >
Students may not get experience reading the types of material-that are- -
Ppresented in their content area textbooks undar these conditions.
Pieronek (1980) found that basal reader selections reflect students’
"~ interests reasonably well. Only mystery and humor were somewhat slighted.
" Teachers may need to make suggestions for appropriate reading in these
areas to adjust for this situation.
Britton, Lumpkin, and Britton (1984) and Hopkins (1982) studied the
representation of various groups within our population in basal stories.
, 'O _is concern about inadequate representation of women and minorities
" E MC out representation of elderly and handicapped people.
| 137
-4




Ky

o,

TN

IM.;W@F.WMQWM-AWMW . 131 -

Snyder (1979) and Green-Wilder and Kingston (1986). studied the

readmg behavior of characters in basal reader selections.. Having charactsrs
. -in-stories-model reading. behavior for students woulg be desirable. The-

“findings were dlsappomtmg' not much reading behavior was. dxsphyed
Another concern is the appropriate use of oral reading in the- classroom.

-~Basal readers.should reflect. acceptable procedures. Silent reading. shouid &
. always precede oral reading to increase oral fluency. Beginning. readers
~ should have frequent-opportunities to read aloud. Oral reading. should”
- connnue. but more time should be. spent reading silently as-the-reader: °
- becomes skilled (Anderson et al., 1985), since older students,. like adults, B
. hive more need for silen: .zzding-in their daily lives than they. do for orai o

reading.
Concern exists about the amount of emphasis on workbooks:and slull
sheets within a basal program. There is little evidence that workbook and:

e

3
¥

skill sheet activities are related to reading achievement. Use should be. kept -,
to a minimum, only to provide worthwhile practice (Anderson et al;, 1985; ..
Leinhardt, Zigmond, & Cooley, 1981;.Rosenshine & Stevens, 1984). Since. -

. writing.promotes reading achievement, worksheets and. workbook. pages

should offer more opportunities for extended writing (more than one or
two sentences) if they are to be of maximum benefit. Teachers should also

. realize that workbooks do not-always offer material that fits the students for .
. which it is intended. Fitzgerald (1979) and Stenson (1982) found that, ip .

general, workbooks were too difficult in readability for the grade levels for

which they were intended.

FINAL PHASES OF THE, PRCCESS

Later in the training session, the university faculty met with the teachers to

for each series at each grade level, a descriptive and an evaluative paragraph

. would be written. The descriptive paragrap.: would consist-of a listing of

core components (i.e., manuals, readers, workbooks, skills charts), general

. content, lesson design, and skill strands, whereas the evaluative paragraph
would include the strengths and special features of each series. The faculty.

members worked closely with the teachers on practice paragraphs to reach

some degree of consistency in writing style and content.

After teachers had completed their independent evaluations over the.
‘summer, they met with the task force at a debriefing session in August.

. Representatives from publishers that had bid on the Tennessee adoption

" ‘were present to dlsplay their materials and answer questions. During-the

- ‘remainder of this session, teacher evaluators wrote consensus reportz for

each publnsher across all grade levels. These reports were based on the
on forms they had completed over the summer. Before accepting
l: KC rts, the task force and entire group of teacher evaluators reviewed

PN ‘..m,,,',“ =

. decide. upon a consistent way to evaluate the basal series. It was agreed that

e B -

~_them for consistency, clarity, and_usefulnesz. The_descriptive_reports were___
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later sent to local adoption committees. During the debriefing session, the: ;
" . primary role of the university faculty members was to assist with report
‘writing and to answer questions about basal reader rescarch. Coo
The next step in the adoption process was the heéarings, in which
publishers presented their series to.the State Textbook Commission. Again,.
« faculty were there for support and to answer questions-that might arise, The:
Textbook Commission-then preésénted its list. of acceptable series to-theé
.. ‘State Board of Education, which endorsed the selection and submitted theé
. list to local school districts. T B e U
When the local school systems. received their lists, some requested.
training to P~'p them select the series that were most appropriate for:théir-
particular situ .tions. Again, both State Department personnel and university, 3
faculty were available to present pertinent information. The adoptions were:
not finalized until spring, although the selection process<had been.in-:/
operation for over a year by that iime. B
It was the belief of all those involved that using university personnel'asa’ i
resource for basal reader adoption provided a solid basis for the selection
process. The model used in Tennessee could be followed by any-centralized
state adoption system, and university faculty could add credibility to thé -;
process. :

-
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may, in some instances, span two or more grade levels,
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Informal Reading Inventories: A Holistic
Consideration of the Instructional Level

. v
W b andet, Tal.

JERRY 1. JOHNS
Northern Illinots University

Teachers have used informal readmg inventories (IRIs) for nearly half a
century to heip place students in instructional materials. Hoover (198&)},
found that75% of the teachers in her study ranked: mstructlonal-lcvel
placement either first or.second in importance. f
Betts (1946) is genecrally credited with the term insiructional level. Heé-
argued that many facto ‘s must be taken into consideration.in' dcterxmnmg 3
student’s instructional fevel; however, he discussed-comprshension, woi'd'
recognition, and behavioral characteristics as the critical determinants.
Comprehension was set at 75%, and word recognition was set at 95%.
Behavioral characteristics included such factors as the ability to anncxpate
mcamng, accrptable reading.posture; and freedom from-tension, ﬁnger |
pomtmg, and head movement. .‘
in a more recent description of the instructional level (Johr-9n, Kress, ‘& |
Pikulski, 1987, pp. 16-19), the same percentages were reiterated with the
caution that the criteria should be tempered by the nature and-quality of
the student’s overall reading performance. Both quantitative (prrccntages) ,
and qualitative (behavior characteristics) criteria need:to be considered
when determining a student’s instructionai level. In addmon,johnson etal: .
(1987) urged teachers to consider the concept of an instructional range that

arch was supported, in part, by a gram from the Graduatc School at Northern'

]: KC Iniversity. The author wishes to thank Anne Marle Magliarl for her asistince:in

e U the results, .
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. Previous research on criteria for the instructional level has had several
- limitations. First, studies (e.g., Powell, 1970) have held comprehension
 constant while examining the number of miscues the student could tolerite.
:Second, the desigri of studies has generally excluded instructional range
;b from analysis, though a range of instruc.onal levels is often the result of
* administering ap IRI (e.g, Homan & Klesius, 1985). Third, the behavioral
-characteristics or qualitative criteria have not been specifically considered
. when investigating the instructional level (e.g. Anderson:&Joels, 1986).

ax

s In short, research on criteria for the instructional level-has-been narrow- -

:in scope 50 a specific eleme:.; 'such as word recognition, could be studied.
- This study was intended to provide a more holistic view of tha corncept of
cinstructional level as it is determined in settings commonly used by teachers
-and diagnosticians.

This holistic view considered the following four factors: word recognition
, in isolatiop word recognition in context, comprehension, and behavioral
".characteristics. Examiners took each of these factors into consideration when.
-determining students’ instructional levels. The growing interest in miscue
- analysis prompted consideration of counting only significant misciies
- (miscues resulting in altered meaning) on word recognition percentages.

“METHOD

In the study, 51 different examiners administered a total of 88 IRIs to
-students in grades 1 through 6. The examinsrs consisted of students in
undergraduate and graduate reading courses as well as classroom teachers
and reading specialists. The examiners were tr: "aed in using a holistic view
to determine reading levels. Some of the IRis were given in clinical
 situations while others were given in school settings. The 88 students came
“from schools ranging from lower-middle to upper-middle class.
~ Four different commercially published IRIs were used: Analytical Reading
fcInventofy (Woods & Moe, 1985), 3asic Reading Inveniory (Johns, 1985, 1988),
~Classroom Reading Inventory (Silvaroli, 1986), and the New Sucher-Allred
' Reading Placement Inventory (Sucher & Allred, 1981).

To analyze the results, the investigator examined the summary sheet on
each IRI test booklet. Five of the students did not have an instructional level
20 they were excluded from the study. Of the remaining 83 IRIs, 43 were
from students in grades 1 through 3, and 40 were from students in grades 4
through 6. Each student’s word recognition and comprehension scores at
the instructiona! level were determined by.reviewing the summary sheets on
the IR1s as well as the individual passages, When thiere were minor
discrepancies, the investigator referred-to the.student’s oral reading as
record :{* hy the examiner for word recognition and comprehension scores.

s F MC.ch student’s scores at the instructional level were determined,
the e weraged for the total group and then separately. for the primary

;igdenu and intermediate students. Scparate nercentaves.are atia reported
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or-itudents’ instructional levéls- (some had two or more) -and their Iuglu.u
3 structxonal level. The data are presentedin the followmg table.

,‘_’ Word-km;nltion and Compreéhension Scores (in Peroentugu) zi
> Mncﬁonal Level for. 83 ) Elementary Studenta

B! %

Word recognition Word recogmtlon

. N s » R )
et - B [ ’ N » . ’:
) w;m’afxmmwmu.«mi A LR S . et e

(Ail'miscues)* (S:gmﬁcant mlscues)f Comprehennon
ry (N =43) 3
; In mucuonal =
el(s) 91.57 96.62 785 -
ighest :
nstructional level  91.02 90.42 79.2 \é
rmédiate (N = 40) , 3
istructional E
kevel(s) 94.23 97.95 74.6- ;
lighzst S :
nstriictional level 94.13 97.75 76.9 N g
‘Total group (N =83) o
nstructional :
level 93.22 97.26 76.9 .
Highest 3
istructional :
évcl. 92.52 97.06 76.2

» lmenlom, rcpetltlom, omissions, reversals, prompts, and tubstitutions,
3 ’I‘bc meaning of the sentence or passage was significandly altered.

R_ESULTS

The first column of the table contains word-récognition percentages when
the following miscues were counted: insertions, repetitions, omissions,
reversals, examiner prompts, and substitutions. Average word-recognition
percentages ranged from 91% to 94%. The lowest percentage (91.02)
reflecied the highest instructional levels for students in the primary grades.
. The second column contains word-recugnition percentages when only
ngn ificant miscues:were counted. Criteria-from the Basic R:admg Inventory
(1988) were used to determine sxgmﬁcant miscues. In-essence, miscues were
considered significant when the meanmg of the sentence or passage was
$ig—"" 15y altered and the student did ot correct the miscue; 2 nonword
‘,r]: KC -word was subszituted for a real:word; and/or a-word was -
priommz=mm ed by the examiner. Self-corrections, dialect miscues, and

stitt.tions thiat wcgmmggegﬁ_mﬁvmsacmdmzmmmm:
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miscues. Average word-recognition psrcentages, as expected, rose: for both.
primary and intermediate students. Both groups. of students achieved-at
‘least 96% in word recognition. o
“Comprehension scores {column 3) ranged from 74.6% for intermediate.
students to 79.2% for primary students. Primary studénts, on the-average,.
reccived slightly higher average comprehension scores than the
intermediate students. There were very small differences when the studenty’
instructional levels (some students had a range of instructional levels) waré:
compared to their -highest instructional levels. Without exception; Word-
recognition percentages were slightly lower for the highest insmucﬁénﬁlig
E

level, while comprehension was slightly higher. This-finding was-consisten
for both primary and intermediate students.

DISCUSSION X

The primary purpose of this study was to investigate word-recognition ah(}j
comprehension criteria at the instructional level by using the total results of
an IRI (word recognition in isolation; word recognition in context; -
comprehension; and qualitative criteria-such as hesitations, finger pointing,
and tension). Over 50 different examiners took part in the study. Using x°
large number of different examiners and several types of IRIs increased the |
generalizability of the results; however, these variables .50 meant that-
administration and scoring procedures may have varied. The results,
nevertheless, add some new and interesting findings when previous research
on the instructional level is considered. o

For years, the commonly accepted criteria for the instructional level has: ,
been a comprehension score of 75% and a word-recognition score of at least 5
95%. Most studies (e.g., Homan & Klesius, 1985; Powell, 1970) have held -
comprehension constant to investigate word-recognition criteria. The holistic.
approach in the present study considered both varizbles (comprehension and By
word recognition) as well as word recognition in isolation and qualitative _
criteria (e.g., tension, nervousness). Average comprehension scorés at the .
instructional level (when rounded) met or excecded the 75% proposed by -
Betts (1946) for students in both the primary and intermediate grades. It
seems reasonable to expect students to achieve average comprehension scores
of at least 75% at their instructional levels,

When average word-recognition scores for the instructionsl level are
considered, a lack of consensus seems to be the best generalization,
According to Harris and Sipay (1985) a number of studies seem to support
95% word recognition for the instructional level (Davis & Ekwall, 1976; |
Leslie & Osol, 1978; Hoffman et al., 1984). The Homan and Klesius (1985) .
study supports 94 to 95%. Anderson and Joels (1986), however, found
crit:iria that closcly matched the percentages reported in the present study. -
EMCAnderson and Jeels (1986) counted repetitions (as in the present
cmsen Primary students (gradgs 2 and 8) achieved word-recognition scores ‘
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- nearly 94% in word recognition.

= A study by Powell (1970) :found that 91 studeriti in grades 1 through 8
E:"\Z‘ngci‘aged approximately 88% in word recognition ‘while -achieving 70%
. -{omprehension. In grades 4 through 6, the average word-recognition score
?; was 92%.with 70% comprehension for 87 students.

2 o S

Based on the data reported in the present study and six previous studies,

;;92% to:95% word recognition seems to be a reasonable expectation for
students in the intermediate grades. The available research does not
\(;ongistemly support a specific percentage.

; “p‘els (1986), raises questions about- using-95%- for word recognition for

. students-in the primary grades. It is the opinion of this investigator, based-

on the data from these studies, that further examination of this percenitsge
be undertaken for students in the primary grades. The traditional Betts
-criteria appear to be too stringent,

The present study has also provided percentages for word recognition
_When only significant miscuez:are considered. With the growing:interest in
~Tilscue analysis based on the work of Goodman, Watson, and.Burke (1987)
-.and others (Cunningharr, 1984; Woodley, 1987), this study has shown; that
. counting only significant miscues resalts in higher word-recognition

.

. percentages. The 88 students-in the study-achieved average word-
, recegnition scores that, in rounded figures, were usually 97%. Pikulski and.

* Shanahan (1982) hav7e noted that counting only significant miscues would
likely yield-zubstantially higher word-recognition scores. This study offers
- some empirical evidence to support their observation. Teachers who choose
. to count only significant miscues may need to raise the word-recognition
 criteria expected fir the instructional level for all students. Comprehension
: scores are consistent with the traditionally accepted T5% Betts criteria.
The present study used a more holistic approach than previous research
- to determine students’ instructional leveis. While strong evidence was found
 for an average comprehension score of 75%, word-recognition scores should
" be further studied—especially for students in the primary grades. Some
" consideration of differential criteria for students in the primary and
 intermediate grades appears to be warranted based on this study and the

< .of approximately 92%; intermediate students (grides 4 and 5) achicvﬁed"

The present study, along with studies by Powell (1970) and Az* ~and

%
%
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Tesearch of Powell (197CY and Anderson 2nd Joels (1986). For students in »

 the primary grades, 95% appears to be too stringent.
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Recognition of Expository Text Structure
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= This smdywas prompted by a-concesn-for identification of those factors that
- lead to improvement in disabled readers’ ability to comprehend expository.
" <ext. In particular, itaddressed the question of how the use of a hierarchical,
generative learning strategy, such as graphic organnzcrs, affects.poorer
 readers’ mctacogmnvc ability to identify and summarize important ideas
found i in expomory text.

- comprehension and recall (Srown & Day, 1983; Brown, Day, & Jones, 1985;
; Freebody & Anderson, 1986; McNecil & Donant, 1982; Taylor, 1980;
Winograd, 1984; Wittrock, 1982). Meyer, Brandt, and Bluth (1980), for

- for relations that link inforiation into some cohesive whole. Readers who
" are unaware of structure employ an unorganized or serially organized
encoding of information that results in an almost random retrieval of ideas
- and thereby inhibits comprehension.

Poor readers are less able than good readers to identify important ideas
in a reading passage (Dunn, Mathews, & BRieger, 1979; Eamon, 1978; Garner,
' 1985). They do not use text structure effectively: » aid their-recall (McGee,

. -19R9: Meycr et al,, 1980; Smiley, Oakley, Worthen, Campione, & Brown,
Al
1 l: MC lor, 1980). .

~ esearch on readers’ identification of i importance has been carried
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; readers’ ability to recognize important text ideas is a factor in general
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o
Ericksen, 1986). Brown (Brown & Day, 1988) conducted several studies of

»'students’ summarization ability. She developed.a hierarchical'set. of

¢, summarizing rules based:on Kintsch and van-Dijk's (1978) comprehension

f- macrorules. She found that the ability to use text information so that it can

b be abstracted, reduced, and reorganized into-a summary requifed higher

. ‘levels of thinking and reading ability than is generally assuméd. Briefly, hir

" summarizing rules were: o
1. Deiete material that is unimportant, -

. 2, Delete material that is'repetitive; ’ ) o

F....-3. Substitiite superordinate term for:a subordinate term.

4. Sclect the topic senterice.

5. Invent a topic sentence if the:paragraph! , none.

Winograd (1984) worked wits good and'  ‘r readers in the cighth gradé
. and found that poor readers had difficulty using ;ummarization rules
effectively, in part because they had difficulty identifying important ideas-in-
passages. Poorer readers selected sentences that were personally interesting,
but not important, while better readers identified important-senterices
based on the information they contained. Even when pourer readers did
.. correctly identify important ideas, there was a tendency for themi to omit;
: - these important ideas in their summaries. , P
Niles (1965) and Moore and Smith (1987) have called for systematic;
sequenced instruction of expository text organizational patterns for poorer.
readers. We have workeéd with disabled readers in three previous
instructional studies, attempting to help them develop strategies for
improving their comprehension of expository text, in particular their ability
to identify importance levels of ideas within passages. In the first two studies
{Weisberg & Balajthy, in press), 24 disabled readers were trained in 3’
modified version of Brown and ‘Day's::£1983) summarization. macrorules.
The students were taught to identify and underline with different colored
pencils sentences representing the following three levels of text structure:
less important details (blue), important facts (red), and main ideas (black).
Findings indicated that students could be taught to improve their ability:
to recognize levels of importznce within highly stfuctured expository:
passages. However, extra training was necessary to achieve significant,
improvement in differentiating important fact statements from less-
- important detail statements. :
| A third study (Weisberg & Balajihy, in press) focused or .helping these
same disabled readers write better summaries based on their iGentification-
of main ideas and important facts in passages. Results indicated -that
QO ining summaries contained significantly more main ideay and
.. ERICant facts than did the students’ pretraining summaries.

emmEn the posttest summaries were analyced more-closely, however, it was
——obnious thiat shidente had nised o dalaia and sany tratecy IS hasrard SOABEL -
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. main idea and important facts word for word for their summaries. Both the
rescarchers and the students’ teachers recognized the need for students to
enerate summaries in their own words, making summary writing a more
involved cognitive task.
. Ina preliminary attempt, the passages were removed from students’ view :
} :once the underlining proceaure had been carried out, in order.to .{
‘encourage written summaries in the students’ own we -ds. The reading -
l ‘disabled students were unable to function under such conditions. An
f. -intermediate step in the summarization process was needed. o
Other studies have found that the use of graphic organizers can enhance
‘eaders’ comprehension and recall. Versions of thzase dxagrammanc
{ expository organizational devices have been called- graphic-organizers.
~{Boothby & Alvermann, 1984), maps and semantic maps (Armbruster &
;Anderson, 1980: Berkowitz, 1986; Sinatra, Stahl-Gemake, & Berg, 1984),
- pyramid- (Clewell & Haldemos, 1983; Solon, 19806), networks (Holley &
: Dansereau, 1984), ind semantic organizers (Pehrsson & Robinson, 1985).
The present study was undertaken to answer several questions. First, can
“the use of hierarchically crganized graphic organizers (see Figure 1) as a
-learning strategy improve disabled readers’ ability to assign levels of
-importance to explicitly stated ideas in expository text? Second; does the 3
.ability to select more important ideas in expository passages imaprove
“readers’ written summaries, both in terms of content and quality? Finally, it
“was hoped that an examination of results would giv: some indication as to
“how that improvement might occur.

HET AT

'METHOD ,
“Subjects -
‘Training was carried out with 25 students. The two classes of junior high i
-school-aged students attended a full-time, ungraded clinical school for the S
‘reading/learning disabled. Each stadent had been previously classified as
reading disabled on the basis ot reading achievement test scores at least two
grade levels below expectancy. Four students were dropped from the study
>due to poor attendance during training sess:ons. .]

The subjects’ mean age was 13 years, 7 months. Their mean IQ on the :

“WISC-R was 99, and their mean score on the reading subtest of the Stanford
'Achievement Test was equivalent to the 5.6 grade level.

;Pretzsting

‘Materials. The four evaluation passages (see Appendix for example) wzre ;
-obtained and adapted in the same fashion as training passages (sce below).
.Mean readabxhly was sixth grade (Fry, 1977). The passages ranged in length
'ﬁ"l: Co 118 words, with a mean of 92 words. Topics included rainfall,
K sources, historical sites, and state symbols.

| BRI
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Pretest. A pretest-posttest design was used due to school admlmstrauvé
restrictions, the small size of the s-hool, and the umque characteristics of thie E
-clinical -population at the school. Pretestmg .prior to the training sessions;’’

" -required sub_;ects to (1) read two passages; (2) diffefentiate lTevels-of
*  “importance in passages by underlmmg less important details.in. blue, 3

‘important facts in red, and main ideas in black; and (8) write summaries. of ff

= the passages with passages removed. i

Tralning Procedures

Materials. For instruction, nine expository text passages were used, each: af %
which was adapted from fourth-grade social studies textbooks. Méi'n‘;s
readability was sixth grade (Fry, 1977). Mean length-was 98 words, As’ .
necessary, passages were rewritten to have one stated main idea-somewhere
within the p2 sage, at least two important facts supporting the main 1dea, and
several lessamportant details, each of which related to one of the important .
facts. While not representative of most classroom reading materials; which™"
are usually less well organized, the highly organized exposition was deemed
desirable, given the purpose of the study. An additional bénefit from the: ~
tight organization was that students were better able to understand .
explanations of text structure. 3

Training. Training was carried out by the researchers. Beginning mmedxately
after administration of the pretest, subjects received five 1-hour training. |
sessions over a two-week period in the use of graphic organizers. In a typical’ ;
training exercise, subjects first read a pass.ze and identified its main idea .
and important idea sentences by applying the macrorule under‘mmg
procedures explamed above. They underlined ummportant ideas in blue, -
important facts in red, and the major idea in black. Students then.;
constructed a hierarchical graphic organizer (see Figure 1) to reflect the ]
passage’s top-ievel ideas. They mcorporated the ideas they had just. |
underlined into their graphic organizers. The graphic orgamzers consisted. ',
of boxes, within which idcas from the passage were recorded in telcgraphxc ;;
writing — short words or phrases that condensed the sentence information.
The final step was to write a summary based on their graphic organizers. i
Subjects were taught the procedure on the first day, and they practiced !
and received feedback on the procedure for the remainder of the training .
sessions. Instruction included explicit rules and modeling for constructing '
graphic organizers and writing summaries. ‘
Constructing graphic organizers with telegraphic writing was taught i in."
several steps. First, students drew rectangles to reflect the paragraph '
structure; these formed the outline for the students’ graphic orgamzers. .
Next, subjects re-read the sentences they had identified as the passage's
maull idea and important facts. The critical elements in the sentences were
2 i b ‘
EKC 2d to a few key words “as if they were going to be put into a .
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5 Finally, students.wrote the contents.of each rectangle by condensmg the ﬁ
: .passage’s main idea into a phrase or clause. and writing;it.in:the top." -
3 recungle of their maps. They continued by writing-the passage’s important- p

?  facts in the lower rectangles (see Figure 1).

g

j“‘(‘e; l New engfand Vacaﬂons l : :
f ‘ ) / \ ’ . . :‘2
o | Historical sites ] ?eauﬂful p'a< .
Early Revolutionary Mountains | | Séacoasts
etilers—villages, | |Wor—DBattlefields — .
e “ciiles e

Figure 1. Sample student graphic organizer.

. Students drew arrows frcm the map'’s top rectangle containing main idea- .
R information down to the two or mofe rectangles on the next lower level:
" contzining important fact information that supported the main idea. This:
i was done to cmphasxze the levels of importance.

At this point, passages were removed. Subjects then wrote summaries .in
complete sentences using only the telegraphic words and phrases in thelr
i graphic organizers as their guides. The original passages were then retumed .
¢ to students who received feedback from the researchers about (i) the.levels ‘
i of importance in passages, (2) information that should have been included. 3
- in graphic organizers and summaries, and (8) reasons for these decisions.. | 5
' Posttest ¢

. Posttests required subjects to read two new passages. Procedures wiire
identical to the pretesting except that all subjects constructed graphlc

: orgamzers as an intermediate step between underlining and-writing .

~ summaries. In order to ensure equivalence of pre- and posttest ’

administrations, the four testing passages were given to students in

. counterbalanced order both within and between administrations.

. A master tcmplate of the xdea structure m each ;Sassage was obtained by
3 iE KC 1ce-of the ideas, The researchers created the grid and consulted with.

" tammmmm room teachers for accuracy. Any dascrepanc;cs in rating were resolved
— o DY Y e Y e a
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i conference. A three-level scale of importance was used,:from main idea.tg j
- important fact t6 less important de_ail (adapted from Johnson, 1970), R
" The underlining and summaries were separately. scored agamst thwé
template of idea units. For each. task, two: scoresfwere obtamcd for%cach
sub_]ect, at the 'main jdea. level and-at tlie.important fact:levél. Each $COré:
was lhe pescentage of items-that the subject had included- on the temp!atc b

i RESUI;IS R :
Four percentage scores were obtained for each subject for both pretest arid-’
* ‘posttest. Mean scores, broken down' by level of structural importance, mthm
the passages, are reported in the table below. These were- analyzed. nsmg .
. repeated measures MANOVA with three within-subject f.ctors: of two‘levels -
j each: Training (pretest and posttest), Task (underlmm; zand summanzmg).‘ :“,ﬁ
and Level of i importance (main idea and ihportant fact).. 5
: The main effect for Training was statietically signific_itc, multivariate F, -
. 20) = 11.00, p <.01. Neither the effect for Task nor the-effect for. Level. of,
' importance was significant. The analysis did find one interaction, a Tmnmg by?
:  Task by Level of importance interaction, multivariate F (1, 20) = =17.02, p<.05.
¢ Individual univariate ANOVAs indicted that posttest scores wete -
: slgmﬁcantly higher than pretest scores on two of the four tasks and levels.
- Effect sizes were calculated based on procedures described.in Cohen-
(1977) Posttest scores for underlining at the main idea levyl were -
ngmﬁcamly hlgher than pretest scores, F (1, 20) = 10.80, p < .01,:and the '
- effect size was in the high range, 0.85. Posttest scores for underlmmg at the .’
" important fact level and for summarizing at the main idea level were- not" *
significantly higher. Posttest scores for summarizing at the important: fact‘ ‘,
. level were significantly higher, F (1,20) = 7.48, ¢ <.05, and the effect size was. 3
. in the moderate range. 3
Results pertinent to the Training by Task by Level interaction wers .’
. .examined. Subjects’ performance on two of the four measures (underlmmg 5
. at the important fact level and summarizing at the main idea level). was -

TABLB !
Percentzge Correct—Mean Scores E

Pretest Posttest

Underlining Summarizing Underlining Summarizing

‘. Main idea 61.91 64.20 88.33 71.48 :
: (21.82) (85.86) (24.15) (25.88) ;
Impo:l'mnt fact 66.67 52.88 7738 76.1 :

(25.41) (89.45) (29.48) (82.09)
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higher on the posttests, but the differences between pretests and posttests: -

Performance on the other two tasks showed significant improvement,,
‘"however. For underlining at the main idea level, mean posttest performance. E
was-21.42% higher than on-the- pretest. For summarizing at the important
idea level, mean gains were about the same (28.81%). But the pretést. i
performance on that task was much lower than in the other three tasks.
DISCUSSION 1;
The central aim of this study was to examine the effects of graphic organizer 3
training on idcntification of levels of importance and o: summarization of
expository text. Earlier studies with similar populations of students had
indicated that the underlining training in identification of levels of !
importance within text could enhance students’ summary writing (Weisberg:
& Balajthy, in press) by increasing their awareness of the differences-
between 1mportant and-less 1mportant ideas. .

The main effect for task in-the present study demonstrated that the R
addition of the graphic organizer task, interposed between the undcrlmmg
strategy and summary writing, provided even more 2nhancement of. :
summarization ability. In addition, practice with the graphic organizer task- .
improved students’ adility to identifv levels of importance in their '
underlining tasks. In short, one picture can really be worth a thousand !
words, especially for a disabled reader, for whom words are not always “user
friendly.”

Very little research has been carried out to locate specific areas of need. |
in poorer seaders’ comprehension of expository text that are amepable to. °
instruction. An examination of the training by task by level interaction in
the present study helps pinpoint key areas of difficulty in dealing with
exposition. It also suggests specific indications as to how training in graphic
organizers helps poorer readers. .

Earlier studies (Weisberg & Balajthy, in press) found that the underlmmg 7
training alone did improve subjects’ ability to identify ideas at the important: *
fact and less important detail levels, but not at the main idea level. In the
present study, this underlining training was carried out prior to the pretest, -
as the purpose was to investigate effects of the graphic organizers. The use -
of graphic organizers may serve to address a skill not sufficiently learned in
the underlining task. 9

Why did this improvement in identification of main ideas occur?
Baumann (1983) found that middle grade youngsters have great dnfﬁcuhy
in identifying main ideas in content area text. In the present study, the use ;
of graphic organizers apparently helped poorer readers to identify the .

O main idea statement in the passage. The subjects, in creating-a i

EKC d-like structure in dnagram form, may h..ve been able to distinguish | :
“nvic casily the more general main idea statements from statements at the

b - tmnaArtant fant .oual Aftaw trainine: it-woa-thia tacl that-the atundan e



148 CHALLENGES IN READING

performed best, a decided benefit, as identification of main ideas is critical
to successful comprehension anc to success in school expository reading
activities.

The second of the two factors that showed important posttest gains was.

" the summarizing score at the important fact level. Winograd (1984) found

that the relationship between poorer readers’ identification of leveiscof
impoitance nnd the contents of their summaries was not strong. The
present study found particularly low pretest scores for summarizing at the °
important faci level, despite prior training in the underlining task. Students
had apparently not understood that a good summative understanding of an
expository passage includes more than simply main idea generaliza.ions.
The use of graphic organizers greatly helped students recognize the critical
importance of including important facts in their summaries. As a result of
the explicit training and practice in this study, students dramatically
improved in this aspect of performar.ce.

One additional benefit of the grapnic organizer task was that the students
were encouraged to write summaries in their own words. Earlier attempts by
the authors to improve summarizing had resulted in students using .the
wording of the text passage. In the present study, the passage was removed

and the students used their graphic organizers as cues for writing the

summary. It was apparent from student comments and later performance
reported by their teachers that this procedure gave them a clearer concept
of just what is meant by the common instruction, “Write the summary in
your own words.”

In their analysis of commercial main idea skill development materials,

Moore and Smith (1987) found little evidence of any sequenced, systeinatic

~ instruction. They suggested that such skill development be designed so that

it progresses from the simple to the complex, gradually releasing
responsibility for performance to the students. This study was designed to
evaluate and examine the effects of one stage in such a sequence, that of
helping poor readers create a basic understanding of the structure of
expository text. It found tha. use of graphic organizers can make an
important contribation to students’ recognition of structure and to the
quality of their written summaries.

Future investigations must face the issue of ecological validity by .,

investigating the effects of graphic organizers on understanding of actual
textbook language. Initial indications using older readers suggest the
potential for such transfer to real-life content area materials (Balajthy &
Weisberg, 1989; Weisberg & Balajthy, 1989, in press), but application to
younger, poorer readers must still be tested.
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APPENDIX

~ The various states in wie United States are different in the natural resources ?

. “they have——things found in and on the earth that are useful to people. Trees
are a major natural resource for making, buildings and paper products. The
‘states of Cregon, California, and Washington are the leading producers of

" lumber. Oregon produces over 600 million cubic feet of lumber per year,
*“while California produccs almost 500 miliion cubic feet. Another major K

" natural resource is oil, which is used to make fuels to run our cars and heat

* our hames. Texas, Alaska, and Louisiana are the leading producers of oil. °
’ Texa. pumps 1000 million barrels of oil a year, while Alaska produces 600 .
. million barrels per year. !
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Analysis-of Cue
Strategies of Disabled Readers

R Y P m&)lmmm

BARBARA M, FLEISHER
Beaver College

Rese:arch appears to support the theory that reading is an interactive proceu .

in .which readers vary attention to the graphic and contextual cues in"

pritted text (Goodman, 1969; Rumelhart, 1980; Smith, 1971). The relative:,
. importance «{ these cues is often inferred from quahtauve and quaummmre |

-analyses of cral reading errors (Allington & Strange, 1977; Biemiller, 1970;. -
Gooiman, 1975; Pflaum & Pascarella, 1980; Weber, 1968). These studles{:
suggest that errors are not'randomly made, and-inspection of errors ciin
reveal how readers process text. Controversy persists, however, dbout thc\,
relative use of graphic and semantic information as well as the relauonshxp
between cueing strategies and reading competence.

Poorer readers relied more heavily on context cues than better readers-in
studies reported by Perfetti, Goldman, and Hogaboam (1979) and >
Schvaneveldt, Ackerman, and Semlear (1977). In contrast, results of studxes
by Au (1977) and Goodman (1975) indicated that skilled readers focused.
© attention more closely on semantic and syntactic information than did ¢
. ‘poorer readers. Juel (1980) and Schumm and Baldwin (1985) found that
. better readers attended more closely to graphic information than did the
~ poorer readers, while West, Stanovich, Feeman, and Cunningham (1983)

found no definitive differences between good and- poor readers in-théir use

T QO e information. ’
]: KCI (1975-~76), Leu (1982), and Lipson and Wixson (1986) have raised:

i

| EmTEETological concerns about many of these studics that may contribute to -
:i‘.nEi‘innnﬂxﬂihﬁ. cosulfs [1Y. indinos.mav hiove hesn penaralized.ia ansdar—
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poor readers without attempting to explain the variability that exists within

ability groups; (2 errors have often been compared even though readers:

were reading different 1exts; (8) findings based on observations of behavior
while subjects were reading isolated words, sentences, or short paragraphs
have been generalized to the reading of connected discourse; (4) because

passage difficulty has not been adequately controlled, errors have of'en -
been compared even thowgh readers were experiencing dlffcnng degrees of .
difficulty; (5) statistical £ 'dings have been based on varymg quantities of
" errors made by readers within studies; and (6) comparisons have been made ~

across studies even though different error classification systems were uséd.
The present study was designed to address these six methodological

issues with the hope that the controversy about readers’ cue strategies may

‘begin to be resolved. To address the first three issues, this study compared

cue strategies of two kinds of poor readers—poor decoders and poor
comprehenders—while all were reading the same narrative text, a complete
story that was designed to resemble a “real” reading task. To deal with the
last three issues, the text was designed to allow for analysis of the same
number of errors for each reader as each experienced his or her own low,
moderate, or high levels of difficulty. By comparing the results with a
previous study (Fleisher, 1988) in which tne samne instrument and error
classification system were used to compare the oral reading errors of good
and poor readers, it is possible to see whether there is a commonality
among poor readers in their cueing strategies or whether subsets of poor
readers can be differentiated by the way they use textual cues as they read.

METHOD
Subjects

Fourth-grade children of at least average intelligence who attended a
college reading clinic were assigned to one of two groups according to the
diagnosed nature of their reading disabilities. Group 1 (N = 20) had
inadequate print translauon skills. Development of automaticity in word
recognition and word analysis skills were their primary diagnosed needs

based on results on ths Analytical Reading Inventory (Woods & Moe, 1985), :

the Woodcock Reading Mastery Tests-Revised (Woodcock, 1987), and anecdotal

records, when available. Children with these needs were called poor decoders.
Group 2 (N = 27) had inadequate comprehension skills. Children whose

test results indicated adequate automaticity when reading words in isolation

or in context, but who demonstrated poor comprehension skills (i.e., not

commensurate with their measured intellectual tential) either at the word

or passage level according to the Anaiytical Rec g Inventory, the Woodcock

Tesls, and anecdotal records were assigned to this group. These children
lied poor com;mhendm

EKC ualify fe s placerent in either group, the differential between scores

Aruitoxt provided by Eic:

on decoding tasks and scores on comn,rchcnslon tasks had to be at Jeasc 20
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percentile points on the Woodcock Reading Mastery Tests and one grade level
on the Analylical Reading In.entory.

Reading Passage

A 927-word story was written in six equal parts, each part corresponding to

*

o

-~
o4

readability Ievels 1 through 6 based on the Spache-(1953) and Dale-Chall g

(1948) formulas. The story, therefore, gradually incrcased in difficulty to

. ensure that each reader would encounter his or her own individual low,

moderate, and high levels of difficulty while reading the story. The story was
illustrated and bound so that it appeared to "¢ a book for pleasure rather
than testing material,

The attempt to centrol for passage difficulty may have introduced a

‘ confounding variable, that of prior contextual information. Since they were

more cfficient decoders, the poor comprehenders tended to read farther

- into the text than did the poor decoders before satisfying the criteria for

low, moderate, and high levels of difficulty. Therefore, the poor
comprehenders had more contextual information available to them.
Anticipating this problem, the text was written to minimize the effects of
increased contextual information. Each part of the story was designed to be
as independent of the others in vocabulary, setting, and events as possible
while mairtaining the integrity of the story line. The character of the
central figure was delineated in Part 1, which all the readers were able to
complete, and each subsequent part was a different adventure of the main

~ character.

Alone in study carrels, subjects were audiotaped while reading the entire

. story aloud, ostensibly to seek their opinions about the story’s difficulty and

entertainment value. The tapes were later transcribed so that errors could

. be counted and classified.

- Scoring Procedures

Low, moderate, ard high levels of difficulty were defined by the frequency
of errors mude by each reader within 100 consecutive words of text (Betts,
1954; Karan, 1971). When a subject made no more than 2 errors within 100
consecutive words, the point at which the 2nd error occurred was
designated as his or her low level of difficulty (D;). The first time a reader

- made 5 errors wit..in 100 consecutive words, the point at which the 5th

error occurred was designated as his or her moderate level of difficulty
(Dp). When the reader made 10 errors in 100 consecutive words, the point
at which the 10th error occurred was called his or her high level of difficulty
(Ds). The 2 Dy errors, the 5 Dy errors, and the 10 Dy errors of each subject
were analyzed. It was therefore possible to monitor and compare the kinds
«- 9 s made individually by subjects as each was experiencing low,
l ¢, and high levels of difficulty while all were reading the same text.

A ruiToxt provided by ER
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All responses that differed from the text were counted as errors and were
classified as meaningful (M;) or meaningless (M;) within the context. They -
were also classified as graphically similar (G;) or graphxcally dissimilar (&) .

‘to the text. In each of the following examples, the word in parentheses was -

substituted for the expected response, palace.
GiM;: The king was in his palace. (Porsche)
GoM): The king was in his palace. (castle)
Gy My: The king was in his palace. (police)
GoMy: TV ¢ king was in his palace. (moon)

:
O/

Errors met the criteriafor graphic-similarity to the text (G;) if the ﬁnt
letter of the printed text matched the first letter of the error (Blcrmllcr,
1970). Letter reversals or word order changes were also classified as: Gl
(Hood, 1973-76), as were substitutions in which all but the first letter were
the same. All other errors were given a graphic similarity rating of G,. The ,
criterion for contextual appropriateness was whether the error was.,
meaningful within the context of the sentence (Burke, 1986). Omissions
and insertions were scored Gy, if they rendered the context mcamnglcu
and GyM, if they resulted in a semantically acceptable sentece.

The percentages of cach of the four error types that occurred at eact
difficulty level were calculated for each subject. This was the dcpcnde/,et
measure. In order to test for statistical significance, a three-way mixed -
ANOVA design was used. The between-subject. variable (diagnosed nature
of the reading problem) had two levels: poor decoders and poor.
comprehenders. The ANOVA indicated significance for the main effect of |
diagnosed problem, F(1, 45) = 11.52, p < .001. The first thhm-sub_;ccuf
variable (difficulty) had three levels: low (D), moderate (Dz), and high
(Ds’ The second within-subjects variable (error type) had six levels: G M), .
G M, GoMy, GyM,, all G errors, and all M; errors. The ANOVA yu:ldcd ‘
statistical significance for the main effects of difficulty levei F(2,90) = 6.922, :
p < .001 and error type F(5,225) = 99.55, p< .001. Table 1 displays the means
and standard deviations for the proportions of each of the error types to-
total crrors at each of the three levels of difficulty for poor decoders and
poor comprehenders. Tukey’s procedure for post ..oc comparisons was
applied to the means. Table 1 indicates all significant comparisons.

Meaningful Errors

Statistically significant difierences between poor decoders and poor ;
comprehenders were observed in the proportion of G M; errors at Dy and
™ ™= performance curves for this type of error are shown in Figure 1, '

E KC eft. At D no differences were observed between the two groups on |
ammmr that were both meaningful aad graphically similar to the text.,

— However, when reading at modcerate and higk levels of difficulty,. pa_qz:




. A .,
. ; .
. ‘Fercasiiage of Zeror Types at Three Difficulty Levels - L l
it rexmpmim
N=20 - i . - Nw®l X N

. Sb

5500 3940 5000

25.00 3441 1600
250 1118 100

olM. 7250 42 7800

537

40.00

2350

650
0158
75.00

1880

7501 f2l4

2000°

.15.88"

7%
i0.13
10.18

Bod b

B.C.F,[C,x
d,E

BCD,EH

Dy: peer compridenders
Dy: poor comprihenders
Dy: poor compreleadens

164

Nz

<

sng jospigouy

Q:

LY




b

Y

D T LN bt
PO

d

| A

igure 1.

eIt R

L b
o0

5
RRRERRENR

ot
o0

-t
3
’
’

28888988

'
SO

o ———— Pox compechenders
e Poor dec>ders -
.

— :\\\‘

e “‘

:: ‘s‘w- —————— ~

32388388

LI T by

3

1
3
g
E
i
£

Dy by

o

{
§ >
B
E
%
;:

> ——
—

b Dy 3
Error type: All meaningful crrors (G)M, + CoMy)

ggg

&35,
35!
oBRELLS NS

peicentage
ofetrors

165

Mmpemnﬁaguofurmbymorgpuutheejnfﬁwkykveh

2eeLBI8RE

e
oo

BesLsBLE

RERERRARA

bt
o0

k. N ~
S
- .
.
e
.
e
o
[ -
_— ~fﬁ-.=“-.—u——————1
pro— -~ -~

D

Va-

RTEETET 5 '
g
i
2
g .

)
4

-
———
-

. -’
CItCZl0 T

o B 5

Error fype: Graphicaliy dmihr/mm:agﬁl (GoMp)

S

gaeTT TS

Dy n b

Eréor typez All graphléally s'milar (GyM, + GyMg).

'v

i

:i
R
3

SNIaVay NI STINTTIVID

,
P T Y ngﬂ

W

3

LN
WAL AR (P

B RRLON

LSRN
e n_.’_'uf‘t.«

)

~
FATIEN

Y

3
1
;%
g
4
75
4
?




T ek

Analysis of Cus Strategies of Disabled Recders 159

decoders maintained attention to both semantic and graphic cues waile - ,

poor comprehenders made significantly fewer of these kinds of errors.

Figure 1, upper . t, shows the performance curves for GoM, errors..
Statistically significant differences between the two groups were found at >

‘high levels of difficuity where poor decoders maintained cleser attention to
- méaning than to graphic similarity, p < .01. At low and moderate levels-of

difficulty, both groups made errors of this type in comparable proportions.
However, poor comprehenders made significantly fewer of this type of error
at moderate and kigh levels of difficulty than they had at low levels,:$ < .01.

Figure 1, lower left, shows that when beth types of meaningful errorswere -
combined (GiM; + GyM,), statistically significant differences were obtained -

at Dy and Dy between poor decoders and poor comprehenders, p < .01. At
moderate and high levels of difficulty, poor decoders made more errors that
were meaningful within the context than did the poor comprehenders.

Graghically Similar Errors

Findings about errors that were both graphically similar to the text and
meaningful have already been described (Figure 1, upper left). For errors

. that were graphically similar to the text but meaningless (G;M,, Figure 1,

middle left), post hoc tests indicated significant differences betweer: poor
decoders and poor comprehenders at Dy and Dy, p < .01. At moderate and
high levels of difficulty, poor comprehenders made significantly more of
this type of error than did the poor decoders.

When both types of graphically similar errors were combined (G;M; +

G1M,, Figure 1, lower right), no significant differences were observed - :

between the two groups. Furthermore, no significant differences were found
for errors that were graphically dissimilar and meaningless (GyM,, Figure 1,
middle right). Indeed, this type of error that was cued by neither graphic
nor semantic constraints accounted for fewer than 8% of the errors made by
either group.

DISCUSSION

Two questions were addressed in this study. First, were there differences
between poor decoders and poor comprekenders in their attention to
graphic and semantic cues in printed text? Second, as the reading task
increased in difficulty, did poor decoders and poor comprehenders alter
their cueing strategies in different ways? The results suggest that among
disabled readers in the fourth grade, priorities for graphic and semantic
information were different depending on the nature of their reading
disability and the degree of difficulty they experienced.

Both groups focused primary attention on semantic information when they
were cxpencncmg low levels of difficulty. Often their errors were graphically
l: Cu‘ to the text. Errors at this level were often inconsequential (reading

K Sometimes words were inserted that actually enhanced the text (not

1ep

wll Toxt Provided by ERIC
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v

* -different for the two groups. The poor decoders appeared to maintain

. -using graphic and semantic cues simultaneously. Over 40% of their errors -
- were of this type. On the other hand, only 17% of the poor comprehenders’ -

. about not being able to “make sense” of the context while only 11% of the

. atonce, especially as the demands of the reading task increase.

- graphic information at high Icvels of difficulty. The error-type curves of the. - .

. for poor decoders and (2) methods of assessment should focus more on
. discovering the nature of the disability than on the degree of dizability.

soft was read as not too soft). Readers in both groups omitted words. or
combined sentences that did not result in meaning changes. :
As reading became more difficult, however, cue strategies appeared to be =~ :

attention to both meaning and graphic information. They were not able: to -3
decode all words correctly, but they seemed to recognize the necessity of

errors were of the Gy M, type. The data indicate that as text difficulty -
increased, the poor comprehenders continued to seek out the graphic cues:
but lost sight of much of the meaning. They did not seem-to use graphic
and semantic cues simultaneously. In fact, 58% to 65% of poor
comprehenders’ errors were graphically similar to the text but meaningless

at moderate to high levels of difficulty. An example follows:

Text: He ran as fast as his wounded legs could run.
Poor Comprehenders: -..wondered... :
Poor Decoders: -..wosden... o

In addition, 32% of the poor decoders made verbal expressions of dismay

poor cornprehenders made such comments.

A variety of possible explanations comes to mind. Perhaps poor
comprehenders suffer from such a meager repertoire of words that they are
less able to make meaningful choices within the graphic constraints of the
text. In addition, poor comprehenders may tend to rely on the graphic
array since it is concrete and verifiable while meaning is abstract and risky.
Furthermore, they may be less able to focus on several attributes (or cues)

The error-type curves of the poor decoders actually resembled closely the
error-type curves of the better readers in an earlier study that compared
better and poorer readers using the measuring instrument and classification
system used in this study (Fleisher, 1988). Findings from that study.
indicated that better readers were more strongly cued by contextual than

poor comprehenders in the present study, on the other hand, more closely
resembled those of the poorer readers in the earlier study whose errors, as a
group, appeared to be more graphically than contextually constrained.
What are the implications for instruction? Results may indicate that (n
instructional emphasis should be different for poor comprehenders than

Poor comprehenders may profit from instruction that particularly stresses
that the gaining of meaning is the primary purpose of rcading. Perhaps they
conld be taught how to give themselves feedback while they
E mc*»cciﬁca!ly about whethci Féc?words they decode make sense “Does

Text Provided by ERI
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- that make sense?” might be the more useful teaching tack than directing the
- pupil to “sound it out.” Poor comprehenders appear-to be. focusiug on the

" the other hand, mayprofit from instruction in effective decoding or in-:
. learning alternative methods of word identification.

Analysis of Cue Strategies of Disabled Readers 161

orthographic constraints of the text but are perhaps giving too little 4
attentiou:to.the semantic structure and sense of the text. Poor decoders, on .

Conventionally, assessment of reading performance- wends to use gradc

' level as a-reference point; that is, how far above or below grade level norms; °
‘readers are functioning. Unquestionably, quantitative comparisons are-
. useful. Eqdally helpful, however, is discovery of the quahtanve nature of thc
- disability in order to develop a presci iptive program that is-appropriate to
) specific needs.. Readers experiencing comparable quantitative deficits may:
" not be experiencing comparzble qualnatxve deficits. Initiation of reading
: ipstruction at appropriate isvels is only one ingredient of an effeciive
! “semedial program. Accurate assessment of readers’ cueing strategies as they
* -process text may be at least as important.
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Criteria for Decisions:
> Best Methods for Whom?

LILLIAN R, PUTNAM
Kean College of New Jersey

; The reading clinic at Kean College operates to 2t remedial students and -

to provide internships for graduate students .n the M.A. Program in
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Reading Specialization. The age range of the children we see is 7 to 18, or o
. approximately grades 2 to 12. Referrals cor- . from schools and"parents of - :

children who have attended previously.

While all clinics have different philosophies and prefer different
methods, there are some decisions that 21l must make. How should the
clinician determine the best instructionai method(s) for each child? What
criteria determine the decisions? This paper presents the philosofhy and
thinking involved in one college-based reading clinic.

In cons:dc.mg these decisions, oné should recall some historical trends
in reading instruction. Remediation of reading difficulties in a clinical

N
:

H

- setting has been beset with chinging fads and fashions, as has every other

mode of education. In the 1930s and 1940s, the most popular diagnostic
: tools were Durrell’s Analysis of Reading Difficully (1955), Gates-McKillop
" Reading Diagnostic Tests (1962), and informal reading inventories.

We went through a period when our clin ' 'denis, as well as entire first-
grade classes, were given .intensive trammg w. perceptual materials. This
was to be certain that. they were “ready” to learn to read. Although some-of

S the matenals had me. *, Spache’s (1976) review of the research eveatually |
: d that training thh perceptual materials improved scores on
’ l: KC tual tests but had little oz no effect on.reading arliievement.
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The 1960s and 1970s brought a plethora of new tests, each claiming to -

measure some important aspect of the reading process. Most centeréd on.
auditory and visuai skills, visual and motor integration, and learning styles
and personality assessment. ¥or example, replacing the simple andiometer

tests, we now have the Goldman, Fristoe, and Woodcock Auditory Skills Test Battery ..
(1974). This package yields scores on auditory acuity, discrimination, figure- *
ground, memory, background noise, and so forth. Thus, instead of a brief -
25 -30 minute appraisal, w. now have a 1 1/2-hour o. more detailed auditory: .

measure, each section of whickh is purported to be essential to the reading
process. This same type of example could be replicated in many other areas.
For many years, clinics were obsessed with determining if a child was an.

auditory or visual learner. The thought was that auditory learners should be.

taught with auditory methods. Resea:ch by R.. gler, Smith, and Cullinzn
(1971), however, showed that in controlled situations where instruction was
given by preferred methods, there were no significant differences in reading;
achievement. This finding may have several causes:

1. We do not determine the degree or quantity of preference in visual
versus auditory learning.

2. Our tests, good as they are, lack sufficient refi.ement to make these
determinations. One test is insufficient; we need corroborating checks on
these results. In our clinic, I rarzly allow a statement regarding a strength or
weakness unless there are at least two corroborating separate measures.

3. Since reading is a visual task, vision cannot be eliminated. The question

is, therefore, does the addition of auditory, tactile or kinesthetic saput help?

During an 1aformal survey of college-based clinics 10 years ago, I found
that some were using as many as 15-20 different diagnostic instruments.
The types of tests and assessments given in diagnosis will have a strong effect
on the remedial method selected. One example is the Minnesota Percepto-
Diagnostic Test (Fuller, 1982), in which the child is classified as dissociative,
emotional, or organic. There is no normal classification.

In the past, our graduate students were ‘burder. “d with administering
tests, being certain they obtained the ccirect bases and ceilings, scoring
accurately, and following the manuals precisely. One time, to make a point,

I asked, “What color were the child’s eyes?” Not one student knew. Of _ ‘

course, there is no relationship between eye color and reading skill, but I

“wanted them to realize that thcy hadn’t really “looked” at the

children-—observed them, their 2ctions, or their habits.

I believe strongly that diagnostic teaching is the safest and most effective
procedure. However, because our ciinics are set up with separate diagnostic
and remedial courses, we do a separate diagnosis. At present, we administer

the foilowing types of tests to ail students: standardized and informal :

reading achievement tests, vision and hearing screening, tests of

. -components of reading (e.g., language, blending, auditory discrimination),

I § ity and intelligence tests, and spelling and handwriting samples.
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‘When a severe deficit or weakness is evident, we add a corroborating
‘measure.
Some basic decisions must be made for the selection of remedial methods
. and instruction. The following critzria can help guide these decisions:

; 1. Does the addition of anditory, tactile, or kinesthetic input actually assist
: the child in learning more easnly or qunckl)'? We do trial lessons. to
\.determine this. If the answer is “yes,” we continue; if it makes littie
d:fference, we stop.

' family, or syllable his or her “gestalt™ Sight words, or Fernald or Cooper
methods are usually effective with children who learn a...ajtically. If the

2 child learns better synthetically, then 0rton~b:llmgham—Sullman (Orton,

. 1937) or Hegge-Kirk (1955) are effective. Synthetic methods are ineffective

; for children who caanot discriminate individual sounds or blend sounds.

8. If  child has experienced failure with the method used-in-schoo}, it is

rwise to cemediate with an enurely di{f~rent approach Gver the past 25

> years, | have observed that pnmary children who fail i chool can succeed:

! in the ciinic when remediation is based on an entirely different method.
‘T ring the time when Language Experience permeated school districts,

. children who had failed with that method responded well to a-.strong

decodmg program. When the Open Court Series (1970) was most popular,,

: those who failed with it responded well to a more holistic program. At

presevt, whole language is the prevailing fashion, and children who fail in it

. progress well with a structured, decoding method.

5 4. Summarizing the strengths and weaknesses from utagnostic testing is very

L; ‘helpful. But the real question is what quantity makes one factor a strength

! or weakness. To me, differences in test data should be substantial to
determme strengths and weaknesses. Small differences are unacceptable
- Another concern is the environment for testing, which may differ from-the
env:ronmentfo' tcachmg
5 The interest in personality types and learning styles is a recent
development in diagnosis. The advantage is obvious: if one learns in a
: manner commensurate with his or her natural inclinations, learning should
be easier. There are many approaches to the area:

i ¢ independent vs. dependent

: ¢ holistic vs. fragmented

i @ left brained vs. right brained

« ¢ cognitive vs. affective.

Although a'* this information is helpful, we should remember that most
; of the data are compiled from questionnaires, and thus depend on truthful
‘a1 O hildrén can skew the answers to reflec: desired results. The Bodsr
L Tk R Ciding-Spelling Patterns (1982) and the lels Learning Test {1964) are

ull Toxt Provided by ERIC

:.eXCepauns as they tcst actual ab:lmcs

2. Does tFe child learn better analytically or synth;ncally, or is there: lmle' 3
; difference? Can the child learn whole words, or is the single letter, word -
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Much of the philosophy of the whole language movement {(Goodman, }
1986; Rzphael, Kirschner, & Englert, 1688) is applicable- to clinical work.
The integration of all the language arts uses multimodal approaches, thus. i
provuimg input via all the senses. In our clinic, we have recently increased:
the time spent on inviting children to read silently for pizasure, havmg
children write more about the text or themselves, predicting and. ;
confirming story eridings, reading to children, and. using paired- readmg:
strategies. As Hansen (1987) notes, writers becomé readers;- our. remed.al’g
readers will réad vhat thcy write as eagerly as developmental-readers. ;}
Moreover, ownzrship of a piece is a strong motivation for' further writing,.
Wz also spend considerable time and thought “matching” the nght book-te
the right child, something at the independent level taat really interests the:’
reader. 1
Most of the children in our clinic are dependent learrers. They Fave low:
self-csteem, need frequent re‘nforcement. and are afraid to take risks or try |
some&iing new. They need structure in the learning process (i.¢., divect "1
instruction with guided practice, application and use of skills). W= believs ’
that this is the only way to guarantee transfer of learmng for them. However..‘"
Tt is also important to offer opportunities for independent learning and to .
cbserve their reactions. '
An important factor in remediation is providing practical assistance thh ;
the students’ texts in content areas. We teach study skills dlrectly usmgi
stidents’ own textbooks. This enables children to “save fz .e” in class, in -
a¢ dition to learning the content. If the discrepancy between the Chlld’l,;
reading level and the text level is great and precludes any reading, we read
the text alcud. This provides background and enhances listening skills.
¥ have a 70-80% rate of success with our serious remedial readers. To
us, success can be measured by (1) a distinct change in attitude as shown by.’
a student now working, reading, and learning independently; (2) a .
significant reduction between the instructional and expected reading levels;
and/or (8) an increase in the child’s rate of achievement. Until we have
better diagnostic instruments, the best we can do is to make a broad.:
assessment, prescribe the remediation, and monitor constantly. ‘
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L Developmeéntal Education Students’ Perceptions 3
E of Effective Teaching .
: o
: -
3 GARY M, PADAK *
& Kent State University -
NANCY D..PADAK i
Kent State University |

In the recently published Carnegic Foundation for the Advancement of |
Teaching’s study of undergraduate education in America, Ernest Boyéer
(1987) pinpointed a general’mismatch between faculty and-student.
éxpectations in higher education classrooms. He noted. that for effective
learning to occur, faculty znd students must \‘ew themszives as hsving
~ important business to do together in, the college classroom. Thas, in- .
successful institutions of higher education, “good teaching is a% the heart of:
the undergraduate experience” (p. 153). 3
Boyer’s focus on good or “effective” teaching reflects a renewed effort in ¢
. recent years to identify what works in higher cducation teaching an(}
. learning. One major strand of research has emphasized the characteristics.of -
effective teaching. For example, Sherman, Armistead, Barksdale, and Reif
(1987) identified five research-based: characteristics of teaching excellence: .
*  enthusiasm, clarity, preparation and organization, ability to stimylate interest
* and thinking, and knowledge of the subject matter. Murray (1085) studied
the relationship between teaching behaviors requiring minima! iriference
*  thatare directly observable and student instructional ratings. His results;
- indigntcd that expressive speaking, . use.of facial expn ~<ons.and humor, and .
o E mcraging student questions and.comments-were among: the most:
N it effective teaching: behaviors.in college *” zsrooms. Most recently,
___faculty-members_at Miami-Dade Commuinity: College aitempted to identify_
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1988) in an effort to improve the quality of teaching for an increasingly
diverse population of students. The 80 desirable effective teaching traits they

identified included enthusiasm, respect for and availability to students,

encouraging independent- thinking and analytical listening, and providing
varied ways for students to learn
If effective teaching is important for the undergraduate population as a
- whole, it is critically important for academically underprepared students.
- Boyer (1987) believes that American undergraduate education cannot be
-~ strengthened unless top priority is given to teaching reading and writing to
incoming students who lack sufficient mastery of these tools for cellege
success. Such instruction is usually provided through learning assistance or
developmental education courses currently found at over 60% of the four
~ year and 80% of the two-year colleges in the United States (Lederman,
~ Ribaudo, & Ryzewic, 1985).
~ The importance of effective teaching for underprepared ccllege students
- has been highlighted by practitioners and researchers in the field. Obler
(1983) believed that instructional faculty in developmental programs should
possess the key qualities of competence and caring. In her examination of
profiles of success among low-achieving adult college students, Burnham
(1983) interviewed developmental education program directors who
unanimously identified instructor behavior as the single most important
factor in program success. Finally, Sucanne Roueche (1983) found that full-
time faculty in academic disciplines who volunteer for assignments in basic
skills programs are a critical element in the success of such programs.
Although these studies have illuminated efféctive teaching in the
developmental education realm, further research using varied
methodologies is needed.

Tt e purpose of this study was to explore developmental education
students’ perceptions of the componeats of effective teaching. These
learner-based perspectives can contribute an important piece to the puzzle
of identifying the best teachers for academic assistance programs. When our
most effective instruction serves our most academically needy students, the
prospects for their successful transition to and negotiation of the college
environment will be maximized.

METHOD
Informants

Informants for the study were 14 college students, currently in their fourth
year of study at a large midwestern university. They had been required *»
enroll in a developmental reading improvement course auring the first
semester of their freshman year, based on ACT and standardized reading
aé?-=~"cr‘nt test scores; many were also placed in developmental English
anf. mc‘matics courses during their freshman year.
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At the time of the study, informants had completed an average of 45
- gemester creCit hours of coliege work; their average cumulative GPA -was
~ 2:46 on a 4.00 scale. Their academic majors varied; four students-were
~ pu/suing education-related majors, thre: were enrolled in busineserelated
[""r’najors, and one was a food service major. Interestingly, 6 of the 14 students

‘had official majors of “undeclared,” general studies, or some form of
- preprofessional studies (e.g., prebusiness). Their relatively low grade peint
: averages may account for this since several professions’ ograms (e.g.,
business, journalism) require a 2.50 grade point av. 3¢ for formal
admission,

The study was conducted during students’ first semester of their fourth
year of college. These students had successfully made the transition from the
- high school culture to the college culture and had persisted through an
average of six semesters of college coursework. This longevity provided them
with a broad cperiential base from which to draw incidents c€ effective and
ineffective teaching at the college level. As one student stated,

. Ifeel that the higher you go, the more intelligent the instructors become and also, the
* face that I've matured more and more to where I understand and really appreciate what
, tistheyare teaching and to know ifit is or isn't effective.

* Data Sources

Data were collected through use of a questionnaire based on the critical
incident technique developed by Flanagan (1954). This research technique
is a systematic effort to gather specific incidents ~f effective or ineffective
behavior with respect to a designated activity. St ts were asked to relate,
* in written detail, one incident during their colley course work when they
had experienced effective teaching and one incident when they had
experienced ineffective teaching. Directions for the effective teaching
incident stated: “Think about a college class you ).ave Lad where you felt the
teacher was very effective. Describe in detail exactly what the teacher did in
that class to mak. you te 2l he or she was effective.” A letter explaining the
purpose of the study accompanied the mailed questionnaire. An identical
quest’snnaisre was railed to nonrespondents approximately three weeks
Iater. The questionnaire also asked students to designate their willingness to
participate in a brief follow-up interview directed toward expanding the data
provided in their written responses.
Fourteen students from a group of 51 returned questionnaires, and 8
completed the semistructured follow-up interviews that probed the critical
incidents and that sought students’ advice to college teachers abort how to
-teach effectively. Interviews lasted for approximately 20 mir.utes.
The interviews were taped and transcribed. Data from both the written
qnﬂﬁémnaircs and oral interviews were reviewed to ident.y items related
zcE mcng effectiveness Spradley, 1979), These items were analyzed
drg—ly to identify superordinate domains or categories. fesearchers
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analyzed and agreed upon domains. Differences we- * resolved through
discussion. The domains form the basis of the discussion of results.

RESULTS I

Analysis of the data yielded 78 specific items from student descriptions-of. :
effective teaching critical incidents and 61 items from descriptions o of
ineffective teaching critical incidents. In addition, informants provided’ T4 3
identified: instructional characteristics, interpersonal charactensncs, andg,
personallty characteristics. Instructional characteristics related to the :
manner in which classroc:n instruction was conducted by the teacher: :
Interpersonal characterist.cs related to the type and quality of: teacher
interaction with students. Personality cl.aracteristics involved descriptions of
teacher behavior not necessarily related to interaction with content. matenal
or students (e.g., enthusiasm, confidence). The following table provides a
breakdown of items by domain.

Table

Number of Items in Domains

Domain Effective Ineffeciive {Percentage of totzl
teaching teaching items)

Instructional 40 33 (52.5)

Interpersonal 22 14 (25.9)

Personality 12 11 (16.6) E

Other 4 3 (5.0) ,

Inst: uctional Characteristics

Tne instructional characteistics domain was the largest for both effective;
and ineffective teaching; these items comprised approximately one-half of
the total. This broad domain was comprised of three subcategories:- lecturmg
style, course requirements, and methods of facilitating learnmg The-,
lecturmg style of effective teachers is ene that presents the content in 2 ci&r,
concise, comprehensible, and interesting manner. In delinezting how an.:
effective lecturer can influence the students’ orientation to success, oné :
subject stated “he had a way to communicate something to a group with 30 :
m’:rh confidence, not to mention competence....my esteem.was very=
-Dr. — changed that view I had and gave me confidence, acadcmlca!ly,

N v
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“*mile a minute,” but the common characteristic was that.students
-experienced difficulty with "inderstanding the content as presented. One:
. ineffective lecturer “would use terms like whatchamacallit and thingamajig”
when explaining the content to students. Another teacher lectured “almost

. didn’t get his points across when he went before the class.” Perhaps the-most
- “telling indictment of the impact of ineffective lectures cn student lqa"nmg

cach class pericd. .. there was no variety in this class. . . he did not move from
behind the,podmm
Items in the subcategory of course requirements emphasized tests and -

R R A TR

. -teachers were “fair” -in-their-testing, and students viewed quizzes given by
- these teachers as a motivating tool to keep up with the work. More

¥ hige

"~ instance requested student input befcre constructing the final exam.
The tests of ineffective teachers were described as “lengthy” and- having

- ineffective teachers provided few upportunities for feedback on studeat

" learning: “The course was not structured well — not enough exams and the
_ homework was not collected.” Additional items identified in the course
. requirements subcategory included class projects and grading scales. One

- grading scale of an ineffective instructor was described as “not making-any
sense at all.”

| ‘students in learning-through-a variety of methods. Sharing experiences,
relating lectures to textbook material, “explaining complicated concepts by
relating them to everyday life,” and getting everyone actively involved in
- ‘discussion were some of the strategies utilized by effective teachers.
Ineffective teachers were not prepared for class, “rarely showed examples,”
: and did not “teach material that was important to the tests.” The distinction

© expressed by the following two statements:

...she made class a challenge but something you could tackle and feel accomplishment
: wlien you were done.

e

Ineffective teachers are those who are interested in getting through the stuff.

3 . Interpersonal Chamicteriztics

- AE Cnately one-quiarter of the total number of items comprised items
K terpersons!:characteristics. In-relating their incidents, students

] f:‘Qn
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The lecturing style of ineffective teachers ranged from “monotone” to

¢ was descrived in this manner: “Every day he came into class, put his noteson. -
‘ the podium and le.tured until the last minute. ...I took 8=12 pages of notes.  :

. importantly, effective teachers helped students prepare for fests and in one’

. Me:ods of facilitating learning was the third subcategory of instructional -
. charac.eristics. Effective teachers were successful in actively engaging dheir

- ‘between effective and ineffective teaching in this subcategory is best:
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3 like_he was talking to four walls” and, in the assessment of the student,’ “Le
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: quizzes in both cffective and ineffective teaching incidents. bffecuve et
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_*too many problems. .. for the amount of time available.” In addition, -

effective teacher assigned class projects that were “right on target.” The | K
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provided evidence of both inside- and outside-of-class interpersonaly;
‘behaviors of effective teachers. In general, effective teachers took the time.to :
tend to the learning needs of their students. .

In class, effective teachers were able to “read” their students and adapt
instruction accordingly. For éxample, when one teacher “looked at studengns
und sensed she wasn’t getting across, she would revise her-wording.” In’w
another class, the teacher “changed the whole syllabus half way through the . |
semester when she realized studerts weren’t responding.” Effective teachers: |
also-acknowledged and accommodated a- range of student ability in their F
classes. One student believed that the icacher “understood that there were” ]
students with different levels-of ability” in the class. Another student.noted -
that “whether or not you could perfect your skills, the teacher accepted you.”

Outside of class, students depicted.the effective-teacher a5 a willing helper. :

2

~ The simple act of holding regular office hours “to help students with any
problem they had” suggests that effective teachers have a concern for mpre";
‘than just the academic life of the student. Students also-identified the
establishmer. of after-class study or help sessions as # valuzble service |
provided by effective teachers. As one student summaiized, “She wanted - -
more to help students learn than just showing up every day.”
The interpersonal characteristics of ineffective teachers consisted of either :

a negative judgment of ccudeuts’ abilities or an unwillingness to helpy
students wlien requested. For example, one student reported the tegcher{/éf
admenition during.the first class session: “If you don’t show up, you will faixv
the exams because it's mostly on class lectures and I usually fail half of my "
class each sumester.” Another student described the ineffective tcach,er’;s:_:.g
reaction to questions: “If a student used to ask a question, no matter how-
simple, he got upset — it secaid ro make the class afraid to ask- Guestions.” -
Finally, one student had boch problems with a teacher: “When I asked for.
help, he was sarcastic and rude to me — iots of times he cut down the :
freshman class and how innorant they were.”

Personality Characteristics

Items relating to personality characteristics of effective and ineffective
teachers ~omprised approximately ore-sixth of the total items. Students .
ideruried caring, confidence, and a good-natured attitude as the pritiary -
personality attributes o an effective teacher. Students alse believed_ it was
important for the teacher to convey an enthusizsm for weaching .(“Everyons |
could tell he enjoyed the class”) and attempt to make the class interesting .
(“The instructor was drematic, it was like a sthow”). v

The most striking description »f an ineffective teacher was one who “had-;
an explosive temper, he often kicked things and yelled quite frequently.,”
Another student stated that the eacher “had an attitude that he was bettsr ;
th - everyone else” and believed that this c~ntributed to his ineffectiveness,

O lassroom. c
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Advice to Teachers on Effectiveness

> Of the 14 items provided when students were asked to give college teachers
~.advice on how to teach effectively, 6 related to the- interpersonal
-characteristics domain. Students scemed most intent on advising teachers to
help and care about the students in their classes as expresscd by this
~ statement: “Take time out with students — don’t just Iecture, get to know
 your students, who they are, what they are like.” There were four items -
. related to-each of the personality and instructional characteristics domains.
- Students Eelieved that their teachers should “have a gcneral positive attitude
,\\about teaching™ and should “make a joke nc4v and ag7*2 even if it’s about the
—»subject" Instructxonally, teachers were ad ised-to better guide students in
< preparing {or tests and to not “be so rigid 1 grading.”

<PISCUSSION

" The exploratory nature of this study and the relatively small rumber of
" informants impose natural restrictions on drawing any general conclusions
' from the results. Nonetheless, it appears that the former developmental
‘ cducauon students in this study idertified characteristics of effective
teachmg that are consistent with previous research on the subject. The three
: broad domains that capture the:chrracteristics the studénts provided could
. also describe the characteristics identified in previous research (e.g., Murray,
> 1985; Ooler, 1983; Sherman, et2l., 1987).
" It is interesting to note that students in this study seemed to focus more
 on how they were taught than on what they were taught. Although they
. identified the actual names of classes a d teachers while relating their-
_ critical incidents, only 3 of 78 items sperifically pinpointed knowledge of
~ content << an effective teaching characteristic. Students may have assumed’ i
- -this knowledge, but further 1esearch would h:lp to explain why students | .
~ elected to focus primarily on teacher behaviors rather than teacher
:~knowledge of subject matter, especially since the lat'cr has been identified by '
“others as important (e.g., Sherman etal., 1987). L
" Involvement and interaction with studeats, both during and outside of -
classes, were important criteria of teaching effectiveness for Aie students in
. this study. Although Astin (1977) identified the impo.tance of faculty-studet
, interaction for student satisfaction with college, few other catalogs of
i effective teaching behavior include this.interpersonal domain. For these
~ developmental education students, effective. teachers se=med to-be those
i,_ who.cared about student learning and were willing to take the time to
|
l

T e st
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. hecome involved in thz academic and personal growth of their students.
_Inefiective teachers offered negative judgments on student learaing ability
and abrogated their responsibility to serve as a resouice for answering
D smdenlt Guestions and fostering studen? development. This finding, too,
EKC; furthe. ‘study, as it may have implicatiuiis for curricular
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conceptualization and faculty load, among other concerns, in developmental®
education programming. ]

The results of this study generate a plethora of issues in need of further®.
research. Do developmental education students' perceptions of effective .
teaching change over time in the college setting? What is the 1ole of effective *;
teaching in the holistic development of the underprepared student in-they;
college setting? What compensatory sirategies do developmental education; .
students employ when confronted with-ineffective teaching? Examination of; ;
any of these issues would contribute to the knowlédge base on. effective. ;
¢eochipy in higher education as well as improve the practice of providing:
services for developmental education students.
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- “At-Risk” College Stuidents:

FAME Gl YA L L

Their Perceptions of Reading

CINDY GILLESFIE
Ball State University

JANET POWELL
Celifornia State University-—San Marcos

Many college students today are being required o enroll.in developmental

; -prediction foxmulae, that their abilities are insufficient for- the demands
" placed upon them at the college level. These students &re in danger- of
* school failure and thus, are labeled ai-risk (Vacca-& Pad x, 1990) A variety -
" of.data sources is used to identify these at-risk students, They are considered:.
“ to be at risk if thelr ACT/SAT test scores are low, if their high school grade
. .point:average is low, or if they fail to perforz well on college piacemcnt, B
tests. Once thesé students are placed into the at-risk category, they usually

E
1
J.
reading classe. because admissions officers believe, based on t, st scores.and “*1*
l
P

find themselves in a developmental seading class. Such classes are deszgncd
to improve students’ comprehension, reading speed, vocabulary, study skills,
and content area reading abilities.

Collecting information about students’ skills and abilities is relatively easy. ’
Smdents who are enrolled in such classes have demonstrated weaXnesses in °
réading ability on standardized college admission tests. Through formal or :
. informal testing, further evidence of the students’ abilities is easily ¢’ Adined.

While docuineatadon of students’ acadesiic strengths and weaknesses is

* _rather rcutine in- today’s developmental reading classes, little emphasis iz

placed on obtaining data concerning affective factors that mﬂuence

rudmg
k) "ICLV Liowever, educators:have been- concerned with the affcctwc

y 1]: KC niluemmg reading. fn 1948, Witty suggczwd that duclogmemal ’;g
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reading classes should include reading experiences to help students satisfy ,
personal needs and d=velop habits ir. leisure reading. Russell (1961)
- stated that “the developmental reading part of the reading program-is
concerned with the growth of reading habits, skills and attitudes needed
for living in modern society” (p. $28). Harris (1962) argued that |
functional and recreational reading were important in a developmental
reading program. S
Fl~od and Lapp (1990) belicve that effective comprehension results;. .
from the interaction of four sets.of important variables. One of these -
. ¥eriable sets, labeled reader variables, inciudes the-affective-domain. Cheek; -
.- Flippo, and Lindsey (1989) suggest that affective factors such as attitude
- and self-concept are likely to be influential in motivating students to read.
z. .Students’ perceptions of what reading is or is not and their perceptions of
their own abilities affect their ability and desire to read for school as wellas ™
pleasure. L:
Before instruction begins, it is important to determine what the students. -
already know (Ausubel, Novak, & Hanesian, 1978). Thorndike arid Hagen

(1969) suggest that the evaluation of students’ abilities accomplishes two o

. goals: (1) it provides the teacher with evidence relevant to the objectives of .
" instruction and (2) it clarifies for studcnts what skills, abilities, and'
knowledge are important. el
Students’ self-images as readers have been shown to affect their ability and
desire to read. Nist and Hynd (1985) found that students’ self-images as
readers could be improved. After enrolling in developmental reading classes, .
most of the students indicated that they viewed themselves as readers. From. «
the information provided, it could be assumed that prior to-taking the. <
: _ classes, students did not consider themselves readers. Additionally, Reed: ~
“ (1989) suggests that students who are advised to enroll in developmental -
reading courses often claim they do not need the courses and that-they.
already know how to read sufficiently well to pass college courses. ’
The purpose of this investigation was to find out how students cefine -
reading and to describe their perceptions of their ability to read. A total.of ;
191 freshmen (118 females and 78 males) enrolled in a- developmental
reading class were asked to respond in writing (survey format) to 10
questions. T.« e of the questi- s related to their definitions of reading and :
their perceptions of their reading abiiity. The students were surveyed at the., -
beginning of each semester in the 1988-89 academic year. Students enrolled
in the class had scores on the reading comprehension subtest of the .
. Scholastic Aptitude Test less than or equal to 290. The following is a summary
of the results of the survey.

;' QUESTION 1: WHAT IS YOUR DEFINITION OF READING?

o
, ‘Adzi:ff this question to any group of people produces a variety of responses,
- l: MC at-risk college students were no different. After scanning.the .
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definitions and ar*:nding to-the vocabulary used by the students, the
researchers organized the responses into four categories: empirical, rationalist,
interacxv2, and functional. Prior to sorting the.definitions into the categoncs, . ”
the researchers randomly selected 20 of the responses and mtegonzcd them to. *
establish interrater reliability. Rater agreement was achieved on 90% of the-
definitions. The students’ responses were then categorized according to thc,,.,'
kinds of words they used to define reading (see Table 1).

Empiricist Definitions

;A total of 44% of the students’ definitions were classified as empiricisi. (skill:
related or bottom up). These definitions were grouped into four ¥
', subcategories: phonics, words, sentences, and skills. Definitions placed. m:o%
" the phonics subcategory included a method of receiving informati~n by

+ e a3 d

the interpretation of letters and symbols to form words aad sentences, '_‘1?,9
ability to pronounce words, and the identification of leiters and words.
Definitions that emphasized the understandmg of words were gtoupe&
into another subcztegory of empiricist responses. Definitions such. asf_’{;
understanding words and what they mean, reading word for word from a- :
.book, comprehending words that are parts of sentences, and putting words
together were included in this subcategory. N 1
References to sentences were placed into a third empiricist subcategory. - "1
1
|

. Definitions included putting words together that are grammatically correct, " :
looking and passmg by a group of words in a sentence, and lookmg ata
group of words in a sentence. ,?

Scme of the students believed that reading was velated to a'specific skill: 1
They defined reading as drawing conclusions and selecting main ideas. ..
Others believed that reading was looking at materials at a certain ratc.

TABLE 1 >
Distribution of Responses to Definitions of Reading
Category of definition Percentage 3
‘Empiricist (Bottom up) 44 ’
Phonics 3 Lt
Word 26 ‘
Sentences 3
Skill 12
Rationalist (Top down) 11
Comprehending, understanding, interpreting 25 )
Learning 16 3
Interacuvc 5 .
nat 10

: Ec ~ — —
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* Rationalist Definitions

: Forty-one percent of the responses were classified as rationalist (top-down,
., holistic, or comprehension-based) definitions, which used the words
. comprehending, understanding, and interpreting. Students defined reading.as -
' the comprehension of written materials, understanding and comprehending *
, thaterials, understanding printed materials, interpreting information. from. .
. printed materials, knowing what something me 1s, and explaining what

something means.

Students also defined reading as learning. They said that reading was-a -

concept of understanding something—enhancing one’s mind, gdining

E’ knowledge by understanding a certain text, learning, a way of getting.usefal - :

information, and learning by visualizing.

‘Interactive Definitions

Very.few students wrote responses that could be classified as interactive
" definitions. Some ‘examples were- looking -at a_group of words and

understanding what the words meant as a whole and looking at a group of
words in a sentence and comprehending them.

Functional Definitions

The remaining responses fell into the functional definitions category.

: ‘Students’ responses included enjoymen. and relaxation in their:d=finitions

of reading. One student wrote that reading is something someone does for
enjoyment and even does it in spare time; another wrote that reading.is

‘ somethmg done for pleasure.

QUESTION 2: DO YOU CONSIDER YOURSELF A READER?
WHY OR WHY NOT?

', The present investigation did not support the notion that most at-risk

“ l: Cy of responses was given as to why students did not view themseives-
K :rs. The major reasons giy (en were that their only reading:was for- .

readers consider themselves nonreaders. More than half of the sample
'(58%) considered themselves readers.

, Readers

Many of those who answered this question positively believed that to be a

reader, one must be able to pick up a book and understand what one reads.

Other students with affirmative responses believed that to be a reader, one
must enjoy reading. Reading a variety of materials such as books,
newspapers, and magazines, reading for pleasure, and reading daily were.
also factors associated with being a reader.

Noni‘eaders

4
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class assignments and;that what they read was boring. Other students who

responded negatively viewed themselves as nonreaders because they did not ;

.read & variety of materials, did not read for pleasure, or did not read danly
“Some simply cited their lack of reading ability as the reason for viewing. .
thetrselves as nonreaders.

QUESTION 3: HOW WOULD YOU DESCRIBE
YOUR READING ABILITY?

The notion’that at-risk stvdents have a false perception of their reading
abilities held true with this investigation. One-fourth of the stiidents
described their reading ability as excellent, really good, good, or above
average, while over half of the students stated that their reading ability was.
averzge. ‘OK, adequate, or fair. Only 22% of the students described their
reading ability as below average, not very goo#; poor, low, or slow.. One
_percen. indicated their reading ability was heavily dependent upon what

" they were reading.

DISCUSSION

¥

“The results of this survey may be valaable to those who are teaching or

preparing to teach college-level at-risk students. From their definitions of

reading, itis evident that some students still view reading as a sounding-out.

activity. Forty-four percent of the students believe. that reading is (1) 2 word-
by-word procedure, .(2) something to be done line by line, or (8) a skill- -
oriented process. For stu’ents to become proficient readers, they must view
r- ding in a broader sense. Such narrow definitions of reading can and--

$i..ald be expanded through instruction.

ﬁ

2

Given that approximately Lalf of the students defined reading.as

compréhendmg, understanding, interpreting, and/or learning, it wag

surprising that 42% did not consider themseives readers. Most.of these
students believed that > be considered a reader, one must enjoy rcad-ng
and be good at it. T: +ho did consider themselves readers believed so

N
<

because they pick up vooks and understand what they 1:ad or because they

read often. It appears that attitudes nee 1 changing as well.

The findings related to students’ perceptions of their reading ability are |
in agreement with the findings reported by Reed (1989). Approximately :
75% of the students believed their reading ability to be average or better. Te ¢
is apparent that many students who read below the college level do not- .

perceive a need for enrolling in a.course designed to help them improve
their reading skills.

College students’ perceptions of reading may be helpful in.designing. :

instruction. Assessment of students in college developmental reading.
@ should include not only reading strengths and weaknessez but also
]:KC uation of the .affective domain. Brozo (3950) suggests that before ”

TZTTLs are tested: usmg informal readmg inventories, attitude and-interest -

'EUﬁ
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¢ inventories should be administered. He also suggests that examiners collect :
. datarelated to the students’ perceptions of their reading abilities. .
>0 Friger and Malena (1986\ have suggested that student journals may also
be used as diagnostic tools in the developmental reading classroom. From
the journals, instructors can learn about emotional factors, studying
* difficulties, problems encountered in reading to learn, time management
¢ problems, and misconceptions about réading that may impair students’
progress in reading. .
Developmental reading classes should be designed to promots and . .
encourage reading across the curriculum, utilizing materials that are of
* interest to the students rather than to improve comprehension, reading
. speed, votabulary, study skills, and content area reading through rigid skill-
oriented textbooks. Historically, Witty (1948), Harris (1962), and Russell
: -(1961) suggest that college developmental reading courses should be.
concerned with functional and recreational reading and with the growth of .,
reading habits, skills, and attitudes needed for living in modern society. -
. More recently, Brittain (1982) suggests that students enrolled: in
. developmental reading classes preferred more interesting assignments,
. reading materials reiated to career goals, and reading materials related to
* théirrequired and major courses. @

In an effort to achieve the goals of college developmental reading =
* courses, news magazines such as Time and Newsweek could be used either as !
*'main or supplementary texts (Baechtold, Culross, & Gray, 1986; Frager &
. Thompson, 1985). Using news magazines would: allow students to-practice
- study skills and study strategies on a variety of different types of text that are
. interesting to them.

An effort must also be made to encourage college developmental
“-studcats-to read for pleasure. According to Nist and Hynd (1985), allowing
. class time for Sustained Silent Reading, combined with other techniques,

resulted in students reading books they regarded as their all-time favorites
and a wider range of materials than had previcusly been read.

In the words of Vacca and Padak (1990, p. 488):

© A teachers work to accommodate the needs of arrisk readers, students will learn
. to rethink the reading process...to develop positive reading self-images, attitudes,

:and interests, and to gain control over reading strategies that promote academic
.- success,

L

Understanding college developmental readers’ perceptions of reading may
- facilitate the accommodation process.




v
<

“At-Risk® College Students: Their Pevceptions of Reading

- REFERENCES

. Ausubel, D., Novak, J., & Hanesian, H. (1978). Educational psychology: A
_ cognilive view (2nd ed.). New York: Holt, Rinehart, & Winston.

Baechtold, S., Culross, T., & Gray, G. (1986). The news i .gazine in the
college reading classroom. Journal of Reading, 29, 304-310.

Carrollton, GA: Thomasson Printing.

interactive assessment. Journal of Reading, 33, 522-527.
Cheek, E., Flippo, R, & Lindsey, J. (1989). Reading for success in elementary
schooli. Chicago: Holt, Rinehart, & Winston.

students: Research bascd practice that can make a difference. Journal of.
Reading, 33, 490-496.

. student journals. Journal of Readirg, 30, 34-38.

--Frager, A., & Thompson, L. (1985). Teaching college study skills with a news
magazine. Jouswal of Reading, 28, 464-407.

' Harris, A. (1962). Effective teaching.of reading. New York: David McKay.

,/Nist, S., & Hynd, C. (1985). The college reading lab: An old story with a new

©  twist, Journal of Reading, 28, 305-309.

- Reed, K. (1989). Expectation vs. ability: Junior college reading skills. Journal
-of Reading, 32, 557-541.

“Russell, D. (?961). Children learn to read. New Y >rk: Ginn and Company.

~Thorndike, R., & Hagen, E. (1969). Measurement and evaluation in psychology

|, and education (3rd ed.). New York: J. Wiley and Sons.

“ Witty, P. (1948). Reading in modern education. Boston: D.C. Heath.

:Vacca, R, & Padak, N. (1990). Who's at ris in reading? Journal of Reading,
33, 486-488.

190

: Brittain, V. (1982). Reading habits and patterns of entering college students
in standard and compensatory classes. In G.-McNinck. (Ed.), Reading in -
the disciplines: Second yearbook of the American Reading Forum (pp. 77<79).

- Brozo, W. (1550} Learning how at-risk readers learn best: A case for

. Flood, J;, & Lapp, D. (1990). Reading comprehension instruction for at-risk »

_Frager, A., & Malena, R. (1986). Reading between the lines in college -

>




Do .- bqi_éﬁégﬁgﬁw}ﬁwéﬂuﬁaa BN by H_walthg UARATS AT RN TSy PR T AR T AST O TRRR RS R AT YT I m.‘
- o] b LR g AR P P . . 6.t 3
) . M L - - N .
R B - .
- A 8 o * " ~
. “ |
&
b
'
© .
- -
imcinl’
R
ol
- . 5
Of
M..\l H
H




AT A

» Langston Hughes, Maya Angelou, and
" Malcolm X: Guides for College Developme [tal
Writers in Search of Voice :

JANET KLIMASZ STADULIS
Kent State Unlversity

1‘Havmg taught de  opmental writing in a department of African-American

‘messages of Langston Hughes, Maya Angelou, and Malcolm X. Once they've
. vead works by these duthors, these developmental writers seem to discover
‘the value of their own life experiences, the value within themselves. They.
also scem more willing to search those life experiences for their ow, ‘stories,
_and, ukimately, to share those stories in writing. -

- conditionally adinitted, first semester freshmen at a large midwestern
. university when they were enrolled in the developmentat writing class where
. the journal entries and cssays presented in this paper were written. All three
had read a selection of Hughes' pcems and chapters from the
" autobiogra_hies of Malcoim X and Maya Angelou. Their jourt, ™ utries

.own remarkable and unique journeys into self<discovery -~ as readers 7nd
-writers, as human beings.

Tim's journal response to an excerpt from The Autobiography of Malcolm X,
- ashort piece in whicl Malcoeim X reveals-that he taught himself to read and
{ write by copying the dictionary while he was in jail, demonstrates 2 number
* of qualities sometimes associated with basic writers. The sentences ar.
caoppy; there are numerous mechanical dlfﬁculucs Yet Tim’s content is
- fernarkable. Malcolm: X's.experience Urought to mind one of Tim’s own,
" one where he helped so.ncone else learn to read:

* Malcolm X story was very powerful it-showed how this man struggled to become

bcner rcadcr Something :.hat he did on kis own. I know how hard it is for a person
ead when they can’t I learn thigwhen I workcd for Pro(cct life last year iL

u]: KC lult Reading class. Working with adults, one’s who can't read orwrite. I

— 191

" affairs for eight years, I have seen many students take to heart the words.«nd-

Three such students are Tim, Beverly, and Michele. All three were:

. reflect their responses to these authors; the drafts of their essays retiect their.

.
4 A
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saw the siruggle they had. Many gave up in midstream. Many-never really_ tried
even some of the tuto:s quit. but some of the students were like Malcolm X whe.
stuck- it in and tries hard to learn to read. On instance [journal entry. cndx
abrupty]

- a

Tim and others in his class were encouraged to rezead- their Journll“
entries for inspiration for their essays, and Tim did just that. The follomng’;
is the third draft of Tim’s essay entitled "Teacher’s Pet.” At this pomt, Ting’
‘had alrcady shared his draft with his peers and his ¢t teaclier, réceivings
feedback on content.and specific suggestions for needed details. In this’
draft, Tim clearly demonstrates his greater understanding-of the wntlcmg
code; he also displays greater awareness of his readers, wstablishing for:them”;
the context of the situation and providing necess ry details for-clear
comprehension. Yet the story is all his, and the words s, >~¥-of 2 young1 man,,f
who has come to realize what an important-role he had in someone:elsé’s :
life: '

-3
z

Teacher's Pet

One Saturday morning, I received a telephone call from a friend who told me the -
library had a oxgamzation called Project Life which helped to teach adults 0 rcad, .
and they reeded tutors to teach these adults. My friend was already an-adult: unor -
He knew liow much I wanted to become a teacher, and he félt that this, would bea:.
wonderful experience for me, so I decided, yes, I would try wtoring adults to read:
My first student was a young guy. about 27. -years old. He was really gungho’ about .
Icaming to.read; he was so anxious to learn to read that he walked from- SOuth“
Lorain to Lorain library which is 2.2 >ut a 65 minute walk. :
The first day of class we opezed our books and began the lesson. At first-he hm |
some trouble with learning long and skort vowels, but in the next couple of incaths - ;
he had those vowels down pat. My student’s reading was getting better and better. -
ARer five months he was able to read out of his reader. The pride I.felt when- he
read out loud from his reader can not:be explained. It was wonderful teaching:a
person to read and helping them to gain their self respect. ) ¥,

As Tim shares his story, itis evident that he, tco, is discovering self-respect. "

Beverly's journey is filled with even more surprises than Tim’s. In her first
essay for the class, Beverly had chosen to write about hes thrcc-year-o!d ﬂ
daughter, a child che had conceived when she was only 14 years old. The "
journal entry presented Liere was written during:the zixth week of a lS-wcckJ;
semester, a week or so after Beverly's first essay about her daighter. Beverly. -
had read several poems by Langston’ Hughcs and had choser (o write'about .
them. Her journal entry just hints at a ma3t astounding essay that sccms,_?
even at this point, to be composing itself in her mind: ;

I really enjoyed Langsion Hughes poetry. I can relate to him. At timcs, I like w"~
express things that are important to me through poetry. S

Langston Hughes’ poems, “The Negro Speaks of Rivers” and “Mother to Son,” o

really moved me. I'm sure there are many du‘fercm ‘ways to discribe his message in:
each poem

‘O poems moved me in differencways. I. rcally paid auention to the way he.wag .
]: KCO £xprvss himself—his feclings and opions and make them relate to my
wrrm and opion. . 1an

AV N
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‘With-it being Black Hmory month his poem really made me wonder what it was
ch in “Mother.to Son.” and how far we have come since that time.

Q Later, Beverly did freewriting as she attempted to-find her next essay
mpxc. She makes her associations with Hughes message more explicit as she
relates her own experiences as a mother to Hughes'-insights on motherhood:
and life. She quotes lines from the poem that especially touched: her, and-
-she. articulates for the first time that she can sec herself doing something
like the mother in Flughes’ poem: She writes:

. I personally can vnderstand Langston Hughes-poem “Mother to son.” Asa-
: ;eother I can picture myself vomoday telling my daughu:r kow hard it is in life. The
mother.in Langston.Hughes' poem said “Life for me ain’t beer no cry:tal stair,”
personally, I unders:and what she means. The part.that.moved me the:most was
. ‘when she gave her son advice. “so boy, don’t you turn your-back. Don’ tyou set down
. on the steps ‘cause you finds it kinder hard.”

.

mll climbin®, And life for me ain’t been no crystal stair.”

I can ses myself someday, giving my family 2 summary of life, not using the sime
Fsymbol, but giving 2 summary, or write 2 posm myself on how life has treated me,
tnd is treating me.

" The start of a2 poem is included in Beverly's freewriting; she explores the
symbol she’d like to use to describe her life. The comparisons are just
< toughed out for the essay that is to come. On the left side of the page,.
f Beverly lists the.following: -Circus and under that word, clowns, ring maslers,

-side of the Ppage, she jots down corresnonding ideas under the title Life. She
 writes next to clowns, “People who don’t take things serious, or who want to
- hurt you in their own way”; next to ring masters, “People who want to run
,the show, or her life”; next to the tunnel of love, *That there will be
. romance in her life”; next to the house of hoxjror, “That there will be time
5 that she wili be afr:ud to afraid to go on”; next to the sideshows, “That
';people pretend to be things ths 2 there not™; and next to roller-coaster, “Ups
-and downs over and over again.”
" These next linés are Beverly’s first draft of her essay entitled, *The
- Understanding of a-Mother.” She has not yet shared the essay with anyone;
-these words obviously were not, however, her first thoughts on the subject.
" This essay was probably being written inside Beverly from the moment she

:‘to-write her -own poem, and she has made an essay out of Hughes’ poem
zand her response-to it. Beverly still dxsplays the navice's lack of experience
: with the written code, but the wmmg is hers and her voice fills every page.
.In.a real way, she becomes the son in the poem taking the mother's messsge
?“to" @ 1ot to despair and not to give up while, simultaneously, she.is the
. m|- KC ho in turn will-encourage her own daughter to. continue. the

u.:n' suryival.

- the tunnel of love, the house of horrox the sideshows, roller-coaster. On the right.

‘,mteractcd with Langston Hughes in “Mother-to Son.” She has been inspired .

e el

kY]

Iiiked when she cleared it up, and really stressed to him that is wasn’ tcuy forher .
:-either, but she still was going on. “Don’tyou fall now—For I'se still goin’, honey, I'se _

N IV
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The understanding of 2 mother

In Largston'Hughes po¢n “Mother to Son;” there wis a message there thut I could
- perscnally relate'to. When the mother in the poem said “Life for .me:ain’t ne
crysual stair,” T understood pcrfccdy what she meant. In my opxon, she'was' trymg
~ o say thavlife for her wasn't perfect, it wasn’t a elegant staircase, to-prove. ii
point, she went on to say “It’s had tacks in it,/ And lphm.cn,/ Aad boards: tor;r
up,/-And places with no carpet on the floor/ — Bzre.” To sum it all up, she seems
o be saying that life isn't perfect always nor ever. To me, the- tacks and'spliniters
that she mentions, symbolizes the pain, or that he could:gethurtand to-be:
cautious; and-boards torn up and places with no carpet, symbolize. thu‘g: tharhe
¢~ has 0 adjust to-and overcome.
S As a mother, I completely-understand what she told her son, and it has. deeply
= touched me. Someday, I can see myself telling my. three year old- daughtcr—-thé
facu of life (quote-unquote). But I think instead-of telling her:that Life. isnt: x-
. crysul stair, Twould use the circus as an example. At the circus, thére is so muché

~ - see, 50 you make a day of it or a lifetime. I've decided t0 write 2 poem myself
. about my example of life, not only for this composition but for future refercncc
for my daughter, and I think it wou'd go something like this—

Life'of a Circus

When you're on the roller-coaster, hold
f tight, while going up and down.
: Watch all the litde tricks of the )
happy go lucky clown.
Listen closely to the ring-master,
who runs the whole show.
Ride through the Tunnel of Love,
to help a romance grow. ~

Run through the House of Horror g
i as you continue to scream.
< Pay attention to the side-shows .
there not at all what they seem. P

Ee
After I read this poem to my daughter, I will point out what each-phrase:
represents, for examplc, the roller-coaster represents every day of life; the clowng,.
people who don’t take life sérious and might hurt her; the ring-master, people-who.
want to run her life; the Tunnel of Love, that there will be romance in her life; th&
| House of Horror, that'at times she will be scared but will get through it; and the
sideshows, that there are people who pretend 10 be things that they aren’t. And ¥
t would go on to tell her that I'm stil’ 1olding on tight, watching, hswnmg, and
i running. To let her know what I've bee? through, and that I'm still getting on with:
I my life. Hoping she will understand and-get on with her life, and learn to- -be:
L independent.
: In the poem “Mother to Son,” the mother was telling her son to Be«
_ independent, and not to wait for her, when she said "So, boy, don’t you turs
E back:/ Don’t you set down on the steps/ ‘Cause you finds it's kinder hard./ Don't
you fall now—/For I'se still goin’, honey,/ I'se still climbin’,/ and life for me ain’ts
b/ no crystal stair.”

Beverly has accepted her role as meaning maker completely. She not only
l: MC ces the kind of interactive reading- thit English teachers pray for, but,
“5.taken on the role of writer/creator 2s well.. ‘
= The last writer traveled perhaps the most difficult Journcywﬁthe-thrcef
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Engfish, writing to impress the English teacher. Abstract words and vague

thumor, and that is precisely what occurs in Michele’s piece. She writes:
p y p ]

Striving for Goals

:Striving for goals can be an essential part of a learning experience .throughout:
college for many people. As for me I strive to succeed and I have that -

wmw«wrvmwm"w7

s

. pamcular reason it takes lots of will power and strategy (> succeed in.what you

and number three is the success that will be there when I have succeeded. It’s

‘it but sooner or later it will be there for you.

Michele needs desperately to experience reading and writing that is
meaningful for her. Her journal response to three pieces by Langston

Michele’s beginning and end are filled-with Engfish; however, when' she

dRe e TR EAGFET S, BTSSR e

trying to write:
Essay

A

\!
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cach is trying to get a point across in examining their expenence The response.
brings forth what each author is or has tried to accomplish in their own special
- way. In My People the expression beautiful brought about a correspondence.to all

RRAA

started writing the whole entire dxcuonary and remembering and reading the
words to become more knowledgable, it let him become free of whatever- was
happening around him whue in prison. Free of everything. Finishing school
visualized the differences among others and how these differences should be
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called her by Margaret and not Mary which Maya did not like, because her name
was not Mary. In all due honesty, Maya was being respected in the end. All three
+ pieces of writing produce a vivid sensation among one another and takes an effect
- -in all different directions of views.

. When the students brought in the first drafts of their essays on topics they
had chosen, I truly feared having to respond to Michele’s. What if I could
say nothing positive? What if I had no idea what she was trying to say? 1

determination 100% behind me not under me. My goais are very clear in my.mind &

want in life. My number one goal is to be someone or something in’ fife. Number
two is to set my. pnonues verv siraight upon how I will obtain striving for my goals:

sometimes similar to reaching out for what you want, sometimes you may not have'

" Hughes, Malcolm X, and Maya Angelou demonstrates quite a phenomenon:-

-y response to each essay involves much motivation and a vivid understanding that.

Af-o-Americans in the world. Black is beautiful, comparing us with the stars, night,.
and the sun as vivid images. From the autobiography of Malcolm X the image to’
me involved the learning expenence he perceived while in prison. When_he -

- understood. When Maya dropped the dishes on the floor—and Mrs. Cullinan -

' Michele’s very first pxece of writing for class vividly demonstrates Macrorie’s

expressions that say virtually nothing sometimes produce unintended ~

about how I want to achieve it, when and why.do I want to achieve it. In any", -

: speaks of each author, Michele allows us to see a young woman stfugglihg‘to -
make meaning for herself, both in what she has read and what-she is now -

¢ should have.had greater faith in Hughes, Malcolm X, and Angelou, for
| \;.Michele had looked deep into herself and her essay left her peers and her -

,",/ f speechless—not because we didn't understand, but because we
l: MC yod so well. ’
. dents progress with individuai essays, ey are asked to write about .

mwmmm&@mmnm
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‘ne concerning: the ‘hird draft-of her- first essay clearly shows that she was
“becoming aware of herself-as a writer and what she must "0 to .create-and:
| -convey meaning clearly. She describes the point of her essay, shé realizes.its-
. /impact, and she seems tobe aware of her inclination t5 write Engfish—all’
. remarkable qualities for someone whose first piece of writing was virtually-

A *}migt,zlligible. She writes:

‘

. DearMrs. S, - g
. The main point Iam trying to make-in this essay is that even though my.Aunt. 3
" Theresa died a very young age, I will'always think about and love her the way thatI- %
. have always done. ’ - A
: So far, I'm satisfied with the way that I have shared my true feelings on.this-essay, - ;
: -that I have'written. An example would be when she -muaned-and groaned-at:all -
' times of the day and night. That is when I readly prayéd:.harder-than ever. I am
. satisfied with the way I'really pretty much expressed my feelings tolet it all"pour-.
¢ out of me. .

At this point, I'm still not sure about if I should have written a little more, or.

>
=

;" expressed myself by getting to the exact point. s
"~ Please give me feedback on clearly letting my feelings out and the way-that I,
» write my sentences in different structures sometimes where I can’t-even:

understand them. Should I have communicated just a little mote? D6 you: .
¢ “understand my essay? It is a tragic one. <

TR D

In writing about her writing, Michele ¢onveys her understanding that -
‘'~ what the reader understards is very important. She also realizes:that sharing -~
" feelings honestly is an important part-of effective writing. The young,".;
. 'writer’s goal is no longer to impress, but to share an experience and find its’
. 'meaning for us and for herself. In this she surely succeeds. )

The Death of my Closest Aunt

Many people have tragedies happen in their lives especially if it’s someone you are=-

* really close to and who you can talk to about many things and problems. You come- %
+ to find that you really love and trust this person all the time. Then this all énds so.
- quickly because of a tragedy and why? Six years.ago my Aunt Theresa passed-away .

| when she was only thirteen. She was more of a sister to me becausz of the closeness
we shared. We were a year apart in age from one another. This is my mom'’s:
youngest sister who had cancer. No one really knew she had it until she staited:. ;

. having trouble with her heart. She would cry everyday coming home from. school:
‘sdying, “T have bad pains mom and they just won't stop.” Finally, my Grandma-took
her. to the hospital and the doctor told: my Grandria shé had cancer and it had 3
spread to far to catehiit in time. .
My Aunt Theresa stayed in the hospital from three to six months. She had *
‘gotten better from the kemotherapy-trzatments, but things started to-get worse, i
- She didn’t really know anything about:her cancer until I told her:she had.it. I :
already knew because when my-mom found out from my Grandma my mom.told . -;
me. Ne.one wanted my Aunt to know vecause they didn’t want to scare her by..
-8 " Q= had a really bad disease. My Auit Theresa did not know ‘whzt to think
RiE MC’M her, 30 we talked about her having cancer when I visited her in thé: &
- bz £ told her that the doctor and grandma did-not want to tell hg':r‘bc:c:,mu:t:_ﬁ1
.:they didn’t want to frighten her,and make her worry, Lwas really sesrad-for hép biit—-

It
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- ;getting didn’t help at all for her. It make her weak, her hair started falling out, and -

it got'to the point where she lost lots of weight.

1 prayéd so hard for her to get better buc I could tell the tragedy was about to
. hit. It hurt-me so bad. She could not control her urine anymore, so she Lad to
" -wear pampers. Her eyes went up into her hezd and she started to moan and groan

-at all times of the day and night.

Four days before she died, I was in the room sitting by her side-at my Grandma's -*
house just holding her hand and saying how much I loved-her and how she. has-
been such a sister to me. I had prayed so hard at that one moment... I was in a véry.

. sad emotional state where I was crying as-all thoughts focused only on my Aunt .

Theresa. I spoke to her and kept telling her that everything would be just fine.

She had only one lung, but I knew she could understand what I was saying because-
- she would squeeze my hand and moan. I was trying to make myself believe she
. would get better by having faith, but I guess that faith was waiting- for her. in .

heaven. So the time passed on. The next week I came home from school and ‘my

mother came upstairs and held her arms out, then I knew. I was so terrified I let all’

my fear out, the tragedy really siruck me, she was so young, bright, and pretty.
“The Lord took care of everything,” I thought. No more suffering or pain. The

‘family was devastated. When she died my oldest aunt was there to close her.eyes
and they were there to take her away. Unti! this day my Aunt Theresa, who was as- '

much my sister as my aunt, still exists in my world when I picture her as if she was:

-stil} here today.

Tim’s, Beverly’s, and Michele’s essays demonstrate vividly the impact and
~the-influence that Malcolm X, Hughes, and Angelou can have on

- developmental writers in search of their own voices. The journal entries of
. these young people reflect the empathy they feel as they read the authors’

works; their essays reflect the value they find in their own life experiences

writing teacher could not ask for much more.

[y
O
~J

and in then sharing those experiences in their own words. A developniental
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Learning Style Inventories: Efficiency Tools for g
College Instructors -‘c;w

JAMES E, WALKER
Clarion Untverslty of Pennsylvania

. -As a new decade is about to begir. 2 number of. states have xmplcmented
" basicskills programs for entering coilege freshmen. Tenneuee and Texas, in, ¢
pamcular, come to mind as examples of ‘states in which: legxslators havew
. expressed serious concerns about students’ preparation: for studies in higher.

* education. Both states have initiated testing programs to help educators
determme ‘which-students are in-need of remediation:in the- areanof ;
readxng, writing, and.mathematics. A careful study of the nature of 'the |
states’ testing programs reveals a glaring, oversight: Oncé stiidents’ ‘scores:
‘are reported to-institutions, remediation must take place-in the.areai of:
deﬁcxency Typically missing, however, is.any indication of how. the
*‘individual student might learn best. Thousands of scores are reported, but.

a3 is.the case with standardized. group -tests, little more- mformauon than is. -

- - reported for youngsters in public schools is available. Informatiori-i s, missmg

- about what to do next with the students who are requxred to continue in-

: rcmedu\non until they can.pass the.necessary tests.

| This situation calls for additional infiormation. to help mstructors and‘

- administrators assist students.in the most efﬁcxent way" powblc. Whatiis.

~.needed is the type of information that can-be found in. learning stylc

;"Em‘v’entones or instruments of a similar nature that- -provide information. on
'~ ways in which students prefer to learn. Instruction then should be deleercd
_accordingly. :

" The- focus of this paper is not restricted to.remedial college classes.
Paﬂwr the -broader context of college:classrooms in any setting is addressed: -
}E KC ‘haps another example of iow-a learning. style inventory mxght be

b Ve Corder.,

.———A~pm€eﬁs§9r_ at a large midwestern univarsity ew.-:pxegsed*éoncermth;’é—_-:
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-of 10 scales that measure attitude, motivation, time management, anxiety,
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the overall reception of material by his students left much to be désired. He' :
confided that he had taught the same courses in the same way for many .
years. The professor further sensed a growing restiveness among. his_’
students. He was determined to find answers to the problem so that he
might find ways to revitalize his own instruction. His solution was to~ :
administer a learning style inventory developed by Kolb (1977). As.a result -
of a doctoral study in which the Kolb inventory was used, the professor
became intvigued by the possibilities that the instrument offered. Kolb’s"
procedure involves having respondents rank order sets of terms. The ternu
represent alearning mode that, according to Kolb, in various combinations
result in a learning style. Using the information from the instrument, the :
professor concluded that while his delivery was in one format, his students. -
represented different types-of learners. Why not then, he.reasoned, change'
the manner of class delivery and the nature of course assignments so as-to .
accommodate better the different styles of his students? With revised: :
outlines 2nd alternative assignments, students were much more satisfied, as. -
evidenced in their course evaluations in subsequent semesters.

The example of the colleague mentioned above was a mzyor prompt for.
this writer to look further into_the nature and uses o learning style |
inventories. Many have been developed over the years; this paper will focus' :
on a few that serve as prime examples of what might be most useful‘to :
college instructors.

1LLUSTRATIVE INVENTORIES

A review of the literature revealed a number of inventories thut are -
especially geared to the interests of instructors of college-age smdenu.@,
Their features are highlighted in capsule form below. :

Inventory of Learning Processes (Schmeck, Ribich, & Ramaniah,
1977

This inventory is a 62-item, true-and false self-report instrument.
Administration time is about 20 minutes. This inventory shows. how.
individuals prefer to engage in activities that range from deep and.
elaborative to shallow and repetitive.

Learning and Study Styles Inventory (I, ASSI)!

This instrument, developed by Claire Weinstein and her associates at the f
University of Texas at Austin, was publshed in 1987. The LASSI is composed' ]

concentration, information processing, selection of main ideas, study aids, :

:g\ and Study Styles Inventory (LASSI) is available from H&H Publishing Co., Inc.,
ginydale Blvd., Suite N, Clearwater, FL 838575,

1-0.
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g lclf-tcstmg. and test strategies. It is appropriate as a screemng device and
s «can also be used to showareas of need for individual students.

Leaminy Modalities Inventory (Papalia, 1978)

: Developed as a self- reporung‘rankmg of 41 .items, it contains the followmg
-subsections: cognitive styles, sensory modes, work habits, personal:
chmctcnsucs. intellectual dependency, and originality. The administration -~
‘time is about 15 miriutes. See the journal articlé in the references.. . ‘;

Learning Style Inveiitory (Canfield)®

1 Developcd in 1976, this instrument of 30 items can be administeredin less
7 than 15 minutes. Its emphasls on attitudinal and affective dimensions ¥ a§ps"’§
" the instructor to develop materials for entire classes-or for mdwdual 3
wstudénts. It focuses -on-the areas of academic conditions, struciural -
.conditions, achievement conditions, content, mode of preferred. learmng.
and cxpectauon of performance ievel. The Canfieid inventory has'a
-companion Instructional Styles Inventory, which is also commercially available:
from the source cited in the note.

Learning Style Inventory (Kolb, 1977)

The student ranks four words in each of nine sets in less thaiy 10 minutes.—
“For each set, the words represent the modes of feeling, watchmg. thmkmg.

and doing. The emphasis is on the student’s awareness of his or her own -
style. =S

é
%
%
E

. Paragraph Completion Method (Hunt, 1979)

. This instrument differs from others in that it calls for a written response to a.
. topic suitable for grades’6 through adult. This instrument helps to define
. ways students prefer to learn. It also describes the amount of structure
. Jearners need.

3

% Student Learning Styles Questionnaire (Grasha-Riechmann)8

. This 90-item instrument provides good, descriptive information on student
, ‘learning sty es and corresponding classroom-preferred activitics. The styles. .
included are competitive-collaborative, avoident-participant, and
? depcndent-mdependent. In about 20 minutes, information can be glewned
. that is useful for talking with students about the course and ways of learning
" and adaptmg to.different styles of instruction.

-

-2 ]: KC Styls Inventory!Canfield) is avallable from Wesrern Pcychological S=rvices, 12081 -
y e V., Los Angeles, CA 50025,
i Studemt Learning Styles Quastionnaire (Grasha Riechmann). ls avallakle from Anthany F. .
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It should be noted that for any of thé instruments cited here, the

information that can be gained is to be shared with: jtudents and is not for °
the exclusive use of the instructor.

CONCLUSION

On the basis of one colleague’s discovery of an instrument that he used- to
provide for students’ different l*armng needs, a fresh yet economical 2y to 3
find comparable information is offered here. The instruments included’i in
this paper provide a sampling. of available measures. Each is an informal 3
assessment, economical i terms of both time and cost.

The information available from learning style inventories can be q\me
concrete for the college classroom. The Canfield inventory, for. example, ;
deals with the matter of a student’s low performance.expectancy level.
Professors can discuss ways to motivate students in their learning of material .
* for specific courses so that the fear of failure is lessened and does not serve
as an impediment to learning.

Lcarmng styles are not on a scale of good and bad. Rather, they are to be
seen as ways to identify how students learn and how faculty members can *
adapt instruction to meet those different styles. College instructors who-: n
have used learning style inventories have learned a great deal about-tlicir :
students and about their own teaching. It would appear that they aré,
abiding by the poet’s admonition: “Who dare to teach must never cease to?
learn.” Learning style inventories will make this goal possible.

.
..r
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Workplace Literacy: A Model for
Program Development

MARY.DUNN SIEDOW
Director, Durham County Literacy Councll
Durham, North-Carolina

:“Thc Durham County Literacy Council was approached by 2 loeal

-construction compary to providc literacy instruction.for ,ghc/comgany's'

~quarry and constiuction services divisions. The company was involved in
cfl'orts to unprovc the gencral quality of all working situations and Lzlieved

“
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lhat literacy instruction would benefit many quarry workers. After discussing: _

'mya te.meet the company’s literacy needs, company management and the
D;rcctor of the thcracy Council decided that the Council should develop a
ptogram based, in part, on workplace forms and manuals and cmploymg a
lcarncr-rcspons'vc curriculum model for instruction.

£She Literacy Council contracted with the North Carolina Center for

‘Literacy Development, 2 nonprofit organization pmviding technical -

F
3
x

-assistance and training, to provide assistance with curricuium development
and training of volunteers. The Center provided the services of 2 nationally
rccogmzcd consultant to design workplace-based instructionial materials and
{0 assist in training teachers to use these materials; the Center also provided
'general support and program evaluation.

 PPPTP* M DESCRIPTION

Tl]: KC 1al program was scheduled for 10 weeks, from Febyuary to April;
lc end of that time; the Program was evaluated and modifications

1 [ W J ~ale -4 L 3 F I § pe——




R

" 198 CHALLENCES IN READING

v

Teachers for the program were Literucy Council volunteers. They were
given a one-day training workshep to prepare them tn teach in a workplace
site. They leartied instructional strategies focusing on leariiers and
developed a general outline for designing lessons based on learner gual,
and interests. The teachers met weekly with the Director of the Literacy
Council to ¢yaluate progress and design lessons. :

Some initial lessons were provided for teachers; lessons were designed N7}
help students think about relationships in language and thinking, Teachers
learned to use these materials and to develop lessons from company forime.
and manuals. They elicited stories from studeats and used these to create
highly individualized lessons. )

“The Director interviewed 16 company employees prior to the start of the.
program. The employces stated such reasons for participating as needing to:
read better to do their jobs satisfactorily, wanting to_provide betier for thoir.
children, and wanting to take the GED. The Director administered.
measures of word recaognition and reading comprehension and obtainéd:
writing samples from each of the employees. Of the employees inter viewed,
10 participated in the original program. They ranged from almost’
completely illiterate to fairly accomplished basic readers who wanted to-
hone spelling and vocabulary skills and to expand their knowledge base,

Samples of students' reading and writing were collected regulasly.during
the original program. At the end of the 10 weeks, the Director again,
interviewed each participant and administered meazures of word.
recognition, ¢smprehension, and writing. Students discussed their,
accomplishments during the program.

Upon completion of thel0-week program, the Director of the Literacy:
Council and the staff of the Center for Literacy Development conducted »-
program cvaluation. Samples of reading and writing: conducted during:
interviews and classes were used along with comments from students,;
teachers, and company representatives. Recommendations based on the
evaluation included (1) instituting a continuous litcracy program at the-
company with voluntary participatior..during the work day and with clasies
scheduled so as not to interfere unduly with work, ( 2) paying a small stipand:
to teachers, {3) expanding teacher training and continuing weakly
supervision by the Director, and (4) developing further curriculum based on .
company materials and student generated stories, which included attention-.
to spelling and provided materials fur in-class and out-of-class reading.

TOWARD A MODEL FOR WORKPLACE PROGRAMS

Anticipating that the pregram would be replicated within the construction
coempany and that there would be requests from other community-
" ravons for workplace literacy programs, the Director of the Literacy

EMC:& outlined 2 preliminary model for program development, The, ,
ammzom i3 based on the belief that the best workplace literacy programs are




P programs, workers’ individual literacy. goals (personal-as well as work-.
F related) and eémployers® literacy requirements are combined: to- develop:
Ibroad-bued curricula. The result is workers whose literacy skills are greatly.
Jmprovcd and-who are capable of meeting the. literacy demands. of potentul
-us well as of present jobs,

g Program developzient requires professional expartise in rcadmg

- curriculum dcvclopmcnt materials selection and: development,. ani
)ndmdual and program evaluation. It also requires-the- orgamzauonal
 “capacity to complete such tasks as literacy needs assessment, cirriculum .

administration, Teachers must be willing and-able-to deliver. curriculum; tc
-Assist with materials selection and-deveiopment, and to-evaluate;individuals.
"and the program. The company in which the program is to.be- dcvelopc&
inust be committed: to the literacy effort and willing to bear costs-of-~ _
°px'ogrmn development, instructional staff and materials, and. cmpioyec
participation.

Considerations that should be made by groups intending to develop
f ‘workplace literacy programs are listed in Table 1 under each of several.
“program elements. Included here are considerations for curriculum-

. program administration. These points go beyond the stated considerations
umally found ir discussions of workplace literacy programs, whith focus

- of successful programs

' In preparing for involve nent in future workplace literacy programs, the
 ‘Durham County Literac; Council proposed a schedule for determining
lharcd costs (see Table 2). These would be applicable to workplace literacy-
programs to be conducted by an agency outside the company involved.

SUMMARY

thn asked to provide a literacy program for quarry and construction-
| services employces, the Durham County Literacy Council designed'a
progtam using student writings and company materials as instructional
é material. Volunicer teachers were trained to develop lessons which were.
. 'Tesponsive to-learner goals. Reading and vmtmg samples were used to .
; evaluate student success. As a result of this experience, the Director of- thc
¢ Literacy Council developed a set of considerations and a scheduie for
allocatmg costs for other groups wishing to implement similar programs.
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instruction, adult education, literacy needs assessment, program and .

‘development, teacher training and supervision, and program -

those i in v hich instructional materials bzsed on-workplace. siteracy demands
Are used-in concert with & variety of other literacy materials. In such.
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*development, teacher training, materials development and provision, and
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X ,Imtnl promder/ Company ducunon

‘ Company fieeds, goals, constraints
~ Provider capabilities, constrairts
Discussion-of j _program posnbxhues, company.needs

£ Liteny needs assessment (Literacy audit)

thcracy requirements of workplace
. Workplace materials-and skill proficiency, requirements
Worker/supervisor percep=ons of literacy requiremerits
- ‘Worker basic skills
Worker htcracy test ruults vs. perfomancc

L e -

Provxder/company contract

Ongoing curricalum developinent

‘Supervision of teachers, students, program

Decision points

I’urchuc, distribution of commercial materials, supplies

Curriculum development

Scope, sequence of program

‘Workplace materials

Frameworks for learner-initiated materials
Comn_vraax materials

Instructional stzdtegies

" Teacher recruitment, training

Volunteers/company employees, professionals

- Learner<centered curriculum

Use of workplace, learner-initiated materials
Instructional strategies

Responsibilities (students, curriculuin, 2ssessment)

Learner recruitment, assessment, goal setting

Lit:racy goals
Workplace aspirations
Literacy abilities (real, perceived)

' Leamcr/l’rogram evaluation

. ]: MC ‘evement of goals 2 05

_-18 in literacy abilities
‘_Asmmmmmm,xhcdnle

Tentative agreement on program geals; clements, responsxbxhucs ‘
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’!-i,’qrcha_sgpiimst;uchonal'
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... €Travel-(director) $ Provider .
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